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ABSTRACT
Toward a Rationale for the Development of a Multi-Cultural
Curriculum for Young Children: The Role of Flexible
Classification Skills in the Reduction of Stereotyping
(May 1979)
Kathleen Canavan McKay, B.A., University of Massachusetts
M.Ed., University of Massachusetts
Ed.D., University of Massachusetts
Directed by: Dr. Masha K. Rudman
The basic questions which this study sought to answer were:
1. Have kindergarten age children already assimilated societal
stereotypes regarding race and sex?
2. What modifying effects would a multi-cultural curriculum,
compatible with cognitive level of the kindergarten children, have
upon their stereotypic thinking?
3. Would the additional component of direct intervention in
the development of flexible classification skills have a further mod-
ifying effect?
The search of the literature indicated that many published curricula
for primary grade children actually focused on concepts requiring for-
mal operational thinking. Children, exposed to this incongruencv be-
tween curricular concepts and their own developmental level, were found
vi
among
to focus, not on the commonalities, but rather on the differences
people studied and those differences were perceived frequently as being
strange and bizarre. Actually, this incompatibility of concepts and
logical thought development was found to enhance stereotypic thinking.
Other researchers have spoken of the natural development of classifi-
cation skills in young children, which begins with absolute, rather
than relative, perceptions of set membership, and which, when applied
to people, results in rigid stereotypic assignments.
This study was designed for the purpose of evolving a developmentally
appropriate curriculum, while simultaneously exploring methods of in-
creasing flexibility of thinking in young children. To accomplish
these twin objectives, this study sought:
1. To develop an instrument for assessing the existence of ster-
eotypes of race and sex in young children.
2. To develop and implement a multi-cultural curriculum compat-
ible with the level of development of logical thought in young children.
3. To add a component to that curriculum, which stressed flexible
classification skills, for a subgroup of the total population of the
study.
4. To use the instrument developed for the assessment of stereo-
types prior to, and following, implementation of the curriculum in
order to:
a. Determine the effectiveness of the multi-cultural cur-
riculum in the reduction of stereotyping for all participants, and
vii
b. To compare the effectiveness of the differential treat-
ment of the two subgroups of the population in the reduction of
stereotyping.
The study, conducted in the spring of 1978, involved 26 kindergarten
children and the data reported reflected their responses on the pre-
end post-inventories. It was found that the subjects had indeed as-
similated a number of sex and race stereotypes prior to the start of
the experimental program. Comparison of responses in the two testing
situations, however, was indicative of a modifying tendency regarding
stereotyping for both groups during the experimental interval, presum-
ably as a result of involvement in the multi-cultural curriculum.
The group which experienced the classification skill component, in
addition to the multi-cultural curriculum, appeared to demonstrate
a somewhat greater modification of that tendency to make stereotypic
assignments
.
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CHAPTER I
NATURE OF THE STUDY
Introduction
For the purposes of this study, multi-cultural education is viewed
as a process of curriculum reform which is characterized by an expansion
of existing frames of reference for viewing historical and social events
(Banks, 1975). It is a response to the demything of the melting
pot concept which placed a premium on the ability of diverse peoples to
divest themselves of customs, of language, of all that was peculiar to
their own ethnic backgrounds in order to enter the mainstream of Anglo-
Saxon "American" society. Writers such as Mildred Dickeman (1973),
Margaret Gibson (1975), and James Banks (1975) have described the per-
sistent inequalities in education which are the legacy of that theory.
This writer’s conception of multi-cultural education is an approach
to total curriculum, viewed in its broadest sense, with implications for
classroom climate, provisioning and methodology. It is an approach to
education which values individualization and cherishes the unique qual-
ities of each child. Its nature is completely interdisciplinary, and
for each child, the overriding question to be asked is "What is the
multi-cultural component of this learning experience?" Emphasis upon
the multi—cultural aspects of the life of each individual (e.g., famil\
,
school. Cub Scouts, swimming team, age groupings, religious, and ethnic
backgrounds) are inherent in this approach which stresses, as suggested
2by Gibson (1975), the identification of differences within groups and
similarities which cut across their boundaries.
Focus of this study is upon the attitudes of young children rela-
tive to stereotypes of race and sex which are commonly supported by
society in general, and upon the possible modifying effects of a multi-
cultural curriculum upon those attitudes. While selection of variables
to be examined was obviously necessary for feasibility of the research,
these two variables should never be interpreted as reflecting the to-
tality of one's multi-cultural identity.
Purpose of the Study
The purposes of this study are:
1. To develop an instrument for assessing existence of stereo-
types of race and sex in young children.
2. To develop and implement a multi-cultural curriculum compat-
ible with the level of development of logical thought in young children.
3. To add a component to that curriculum stressing classification
skills for a subgroup of the total population.
4. To use the instrument for assessing stereotypes prior to, and
following implementation of the curriculum, in order to determine ef-
fectiveness of this curriculum in the reduction of stereotyping for
all participants and to compare the effects of differential treatments
of the subgroups of the population in the reduction of stereotyping.
Basically then, the study seeks to answer three questions:
31. Have kindergarten-age children assimilated societal stereotypes
regarding sex and race?
2. What modifying effects does this particular approach to multi-
cultural curriculum have upon the attitudes of young children?
3. Does the addition of direct instruction in classification
skills have a further modifying effect on those attitudes?
Rationale for the Study
The rationale for this study rests first upon the existence of
moral and legal mandates for multi-cultural programs in our nation's
schools
.
The melting pot myth, which predominated during the late nineteenth
and early twentieth century, required that groups reject their ethnic
backgrounds in order to "assimilate and disappear into the mainstream
of Anglo-Saxon, Protestant society" (Hunter, 1974, p. 244). The NEA
publication Roots of America (1975) states that the burden of the fol-
lowing assumptions has been borne by American society as a result of
that myth:
1. The self-worth of an individual is directly related to the
extent of the individual's conformity to the monocultural ideal.
2. To whatever degree a person looks, behaves or sounds differ-
ent from the monocultural ideal, that person or group is inferior.
3. The culturally different are not to be trusted.
4. In order to avoid being treated unfairly when dealing with
persons or groups who are culturally different, it is necessary
to establish the superiority and power position of one's own
group. (p. 20)
4Multi-cultural education is seen as morally mandated to eradicate
these societal burdens and to affirm vigorously the value of cultural
diversity
.
Governmental involvement has provided the legal mandate. The fed-
eral government s initial interest in multi—cultural education first
focused on the "disadvantaged" by its passage of the Elementary and
Secondary Education ct of 1965. Multi-cultural education did not be-
come a serious concern of Washington, however, until the passage of
Title IV, ESEA, Ethnic Heritage Studies Program in 1972. The statement
of policy of the Act follows:
In recognition of the heterogeneous composition of the nation and
of the fact that in a multi-ethnic society a greater understand-
ing of the contributions of one's own heritage and those of one's
fellow citizens can contribute to a more harmonious, patriotic
and committed populace, and in recognition of the principle that
all persons in the educational institutions of the nation should
have an opportunity to learn about the differeing and unique con-
tributions to the national heritage made by each ethnic group, it
is the purpose of this title to provide assistance, designed to
afford to students opportunities to learn about the nature of
their own cultural heritage, and to study the contributions of
the cultural heritages of the other ethnic groups of the nation.
(Bowles, 1976, p. 56)
Through this Act, money was provided for grants for the purpose
of planning and implementing ethnic studies programs. More recently
in Massachusetts, Chapter 622 has made school systems accountable for
programs dealing specifically with Black, Native and Spanish-speaking
Americans as well as for dealing with the issue of sexism.
Given the need for multi-cultural curriculum in our schools, a
search of the literature for appropriate programs was undertaken by
this writer. What emerged was the discovery that many current
5programs, because of incompatibility of their concepts with the develop-
mental level of the target population, actually served to enhance
stereotypic beliefs about other peoples. Although Piaget (1969) sug-
gests that formal operational thought is unlikely in children under age
twelve, Metz Hatch’s (1976) review of currant programs indicated that
this expectation was often held for primary and middle grade children.
Further problems of incongruency of concepts and developmental levels
were also cited by Parsons and Schaftel (in McLendon, 1970) and b>
Lambert and Klineberg (1968)
.
The manifestations of stereotyping in very young children, de-
scribed by researchers such as Goodman (1964) and Allport (1954)
,
sug-
gested the need for interventions at very early ages. A study of
kindergarten age children, therefore, seemed particularly appropriate.
Theoretical support for direct intervention in the development of
classification skills was found in the writings of Bruner (1956), Tajfel
(1973) and other researchers. Methodological techniques were found
primarily in Sigel (1966) . Each of the investigators of the relation-
ship between classification tasks and stereotyping stressed the need
for early exposure to flexible categorization skills to reduce that
tendency towards rigid classification of people by criteria such as
race or sex.
Basically, the literature search confirmed the need for evolving
a developmentally appropriate curriculum stressing relativity of group
assignments. While Hoffman and Ryan (1973) provided some tentative
suggestions for relating Piaget’s framework of stages to multi-cultural
6curriculum, their conclusion, however, concurred with this writer’s
and supported the significance of this study, that conclusion being
that "Definitive research studies in the area of logical thinking, as
^ re ^-a *- es social studies instruction of elementary youngsters,
have been fragmentary and conflicting" (p. 113).
The rationale for this study then is seen to rest upon the following
1. Moral and legal mandates;
2. Incongruency of goals of current programs with levels of log-
ical thought development, resulting in increased stereotyping;
3. Manifestations of stereotyping documented in very young chil-
dren;
4. The function of classification and its relationship to
stereotypic thinking.
Limitations of the Study
Time constraints .
The experimentation was conducted between December of 1977 and
May of 1978 when the pre- and post-inventories were administered re-
spectively. Attitudes, in general, tend not to be particularly re-
sponsive to short term efforts at their modification, but even less
responsive are emotion-laden attitudes such as stereotypes, the most
salient features of which are identified by Tajfel (1973, p. 84) as
being "their rigidity and resistance to information," and by Bruner
(1951, p. 127) as their ability to be "more easily confirmed, less
7readily infirmed." This four-month time frame was seen as a limiting
factor in the attempt to document this type of change. In addition to
limitations of time relative to the pre-post inventory interval, daily
time constraints imposed another limiting factor. Efforts at modifi-
cation of attitudes were restricted by the fact that the kindergarten
subjects attended school only two and a half hours daily.
Other influences
.
Clearly, the curriculum developed for this study was only one of
a multitude of factors having implications for the shaping of atti-
tudes. Each subject spent twenty-one and a half hours daily, even on
school days, in environments other than the classroom. While no effort
was made to assess parental attitudes, meetings and conferences ar-
ranged for sharing a child's academic and social progress yielded in-
formation regarding home situations supportive of attitudes divergent
from those being encouraged in the classroom. (For example, one
father stated that Black professors at the college where he taught
basically did nothing and knew nothing.)
A number of the subjects, out of necessity for supervision for
a larger portion of the day due to parent schedules, attended a second
kindergarten or a day care situation. Only one of these classrooms
had an explicit multi-cultural curriculum. That particular kindergar-
ten utilized a more authoritarian approach, employed only Third World
teachers (a stated practice), displayed no pictures of White people,
and studied only Third World people and nations. Two of the subjects
8m this study attended that kindergarten. All subjects of this study,
of course, continued to be exposed to television, books and movies, re-
flecting attitudes both supportive of, and contradictory to, those which
the study attempted to foster.
The population
.
The population consisted of 26 subjects, all five-year-olds at-
tending a neighborhood school and coming from upper-lower and middle
class backgrounds. Both the size of the total population and the
small percent of minority children (six of the 26) provided a further
limitation.
Role of the researcher
.
This researcher was also the teacher of the classroom in which
the study was conducted. While this situation has advantages in terms
of flexibility of the study, it certainly necessitates greater caution
in assessing its reliability. While every effort was made to maintain
objectivity, further studies by disinterested researchers would, of
course, be valuable.
Organization of the Study
Thus far in Chapter I, the topic has been introduced, the purposes
of the study listed, the rationale described, and some limitations
identified. Other chapters of the dissertation are organized in the
following way.
9Chap ter IX a review of the literature
.
The review of the literature is divided into three main categories,
following an introductory section which describes the characteristics
and psychological foundations of three philosophical positions on edu-
cation. These three sections are:
1* An introduction to developmental stage theories. This intro-
duction describes moral and cognitive development with particular em-
phasis on the writings of Jean Piaget and Laurence Kohlberg. Since
it was the intent of this researcher to intervene in the development
of classification skills, it appeared useful to examine first the body
of cross-cultural literature to determine whether Piaget's hypotheses
of sequence were universal, and secondly the body of research relative
to experimental attempts at accelerating stages since, in effect, that
is what this researcher was contemplating.
2. Stereotyping in young children. This section discusses the
process of categorization as a developmental cause of stereotyping,
and describes manifestations of that tendency which have implications
for the content of the inventory developed for this study.
3. Issues of curriculum. This portion of the literature search
focuses on problems of content. It also discusses the incongruency
noted by a number of researchers between concepts of present social
studies programs and the level of logical thought development of the
children for whom these programs were designed.
10
Chapter III—design of the study .
This chapter restates the purposes and gives a brief outline of
the design of the research. It then describes the population involved
in the experimentation. It elaborates the development of the inventory
for assessing stereotypes, including issues of format, methodology and
content, as well as the input of the dissertation committee in making
decisions relative to these issues.
As both groups of subjects were involved in identical multi-cul-
tural curriculum and only one group received direct teaching of flex-
ible classification skills, the last section of Chapter III details
the differential treatment of these two groups.
Chapter IV—results and discussion .
This chapter documents the stereotypes assimilated by the subjects
prior to the beginning of the study as revealed by the pre-inventory.
It then compares pre- and post- inventory data and discusses the means
by which stereotyping and classification scores were obtained. Through
the use of scatter-plots, correlations between variables are displayed.
The role of self-concept, as revealed in the human figure drawings, is
discussed. A summary statement concludes the chapter.
Chapter V—summary and conclusion .
This chapter summarizes the data relative to the three key ques-
tions stated earlier in this chapter. It then makes recommendations
for modification of the instrument and suggests areas for future re-
search.
CHAPTER II
REVIEW OF THE LITERATURE
Introduction
The search of the literature will begin with a short descriptive
introductory section which discusses the characteristics and psycholog-
ical foundations of the three major philosophical positions on educa-
tion and identifies the theoretical framework for this research.
Following this introduction, the search will have three foci.
The first section will review the literature which describes develop-
mental stage theories as these are applied in the study to multi-cul-
tural curriculum. The works of Jean Piaget and Laurence Kohlberg will
be the primary sources in the discussion of cognitive and moral stage
theories. Both cross-cultural application of these theories and at-
tempts at experimental acceleration of stages will be investigated in
order to determine what factors, in addition to maturation, have im-
plications for movement from one stage to the next. These bodies of
research have direct implications for this study because of the planned
interventions in the development of classification skills with one of
the subgroups of subjects.
The second focus of the literature search will be upon those
studies relating to developmental aspects of classification skills and
their application to the problem of stereotyping.
11
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The third focus will be issues of curriculum, specifically the prob-
lems of inappropriate content and of the incongruency of the concepts,
found in much of the existing curriculum and the level of logical
thought of the children, for whom this curriculum is intended. In at-
tempts to establish this congruency, those studies will be summarized
which suggest ways to work towards a rationale for a developmentally
appropriate curriculum.
Characteristics and Psychological Foundations
of Three Philosophical Positions on Education
Three major schools of thought have been recognized in the devel-
opment of Western educational philosophy (Kohlberg & Mayer, 1972).
While each of these ideologies has varied somewhat in terms of detail
as it has reappeared in successive generations, the core beliefs and
underlying psychological assumptions have provided a certain continu-
ity. Kohlberg and Mayer (1972) have identified these three education-
al ideologies: (a) romanticism, (b) cultural transmission, and
(c) progressivism.
Recent romantics include John Holt (1964)
,
Paul Goodman (1965)
and A. S. Neill (1960) of Summerhill fame who speak eloquently for a
permissive atmosphere in which the good within each child becomes
manifest in a natural, unfolding process. They suggest, in fact, that
nature renders schooling unnecessary. These writers of the past two
decades sound remarkably like earlier philosophers such as Rousseau in
13
Emile or Peter Severinus who is quoted in Crisis in the Classroom
(Silberman, 1970, p. 120). "Go, my sons.
. . burn your books.
. . buy
yourself stout shoes; get away to mountains; search the valleys, the
deserts, the shores of the sea, and the deepest recesses of the earth."
G. Stanley Hall (1901), founder of American child psychology, sup-
ported this ideology and his maturationist approach provided a psycho-
logical foundation for it. The maturationist views both cognitive and
emotional development as unfolding through hereditary stages, but as
two separate entities. "Since social-emotional development is ^viewed
as] an unfolding of something biologically given, and is not based on
knowledge of the social world, it does not depend on cognitive growth"
(Kohlberg & Mayer, 1972), p. 456).
The second ideology is that of cultural transmission which places
knowledge in a position external to the child and requires the teacher,
through modeling or direct instruction, to convey to the child, who is a
relatively passive receptacle, the knowledge and social skills which
reflect the values of the culture. Predetermined outcomes tend to
characterize this approach and literacy is the primary channel, in
Western cultures, for attaining those goals (Kohlberg & Mayer, 1972).
The origins of this approach may be sought in the writings of the seven-
teenth century philosopher John Locke (in Hospers, 1967), the principal
exponent of representative realism which embodied the belief that
physical objects, while existing apart from sensory experience, never-
theless cause those experiences. In this century, the ideology of cul-
tural transmission has found support in the stimulus response psychology
14
Of E. L. Thorndike (1932) and B. F. Skinner (1938). This behaviorist
approach upholds the affective-cognitive dichotomy which was also a
characteristic of the romantic viewpoint. In terms of early childhood
education, the work of Bereiter and Engelmann (1966) perhaps elaborates
this position most thoughtfully.
The third ideology (Kohlberg & Mayer, 1972) is that of progres-
sivism. Here the organizing force is the child’s active thinking and
restructuring of the environment, in contrast to emphasis upon roman-
tic, natural unfolding or on stimulus-response theories. This organ-
izing force modifies the distinction between cognition and affect.
Proposed by John Dewey (1938)
,
this ideology has found support in
stage theories such as those of Jean Piaget (1963) and Lawrence
Kohlberg (1968) . This third stream provides the theoretical framework
for this research which, as stated in Chapter I, attempts to develop a
rationale for multi-cultural education, concerned specifically with pre-
vention and/or reduction of stereotyping, which is compatible with de-
velopmental theory.
Introduction to Developmental Stage Theories
Moral development .
John Dewey (1971), Jean Piaget (1967) and Lawrence Kohlberg (1971a)
have each described developmental theories which are remarkably similar,
both in terms of structural aspects and processes of intellectual organ-
ization. Structurally, each theory is defined in sequential stages
15
believed to be invariant and hierarchical in nature. Cutting across
the stages is a decentering process as the individual moves from a sub-
jective, egocentric, perception-bound mode of understanding to one that
is increasingly objective, cognizant of other viewpoints, and conceptual.
Dewey (Dewey in Archambault, ed., 1964) proposed that children
progress through three stages of moral development:
1. The pre—moral or pre—conventional stage where behavior is
governed by biological or social impulses.
2. The conventional stage where behavior is governed by a non-
critical acceptance of externally imposed standards and regulations.
3. The autonomous stage where behavior is governed by individual
thinking and judging for oneself what is right and just.
Piaget (1965), through detailed observations and interviews, sub-
stantiated Dewey’s more hypothetical approach. His stages describe
movement from an amoral stage to one of moral realism, and thence to
an autonomous stage. Piaget believes that "All morality consists in a
system of rules, and the essence of all morality is to be sought for
in the respect which an individual acquires for those rules" (Piaget,
1965, p. 13). His observations of children, at various age levels,
playing marbles serve to clarify and illustrate what he meant by this
statement. Children up to approximately age two simply engage in motor
activity, while demonstrating no knowledge of the rules of the game.
Between ages two and six, the play becomes imitative, as the child,
gaining a rudimentary knowledge of rules, holds them to be sacred.
Curiously, while verbalizing "the letter of the law, the child s play
16
is characteristically egocentric." On the one hand, the child feels
the weight of obligation to honor and respect the rules regulating the
game of marbles while, on the other hand, he virtually ignores them
when he plays. The resolution to the paradox is the child's perception
of what he is doing; namely, that he is humbly submissive to each rule
in every detail" (Duska & Whelan, 1975, p. 10). Between ages seven
and ten, a movement from heteronomous obedience towards a cooperative
setting of rules by mutual consent occurs, followed by heightened in-
terest in codifying rules by ages 11 or 12, when games often cannot
commence without an inordinate amount of time being devoted to legis-
lating every possible ambiguity (Piaget, 1965).
In addition to examining the varying application of rules at dif-
ferent age levels, Piaget also investigated varying interpretations of
situations involving clumsiness, lying and stealing through the use of
dilemmas in stories. Differing story interpretations substantiated
the theoretical stages of heteronomv and autonomy. An illustrative ex-
ample from Piaget's set of stories, one involving clumsiness, follows:
A little boy named John is in his room. He is called to dinner.
He goes into the dining room. But behind the door, there is a
chair; and on the chair, there is a tray with fifteen cups on it.
John couldn't have known that all this was behind the door. He
goes in, the door knocks against the tray, bang go the fifteen
cups, and they all get broken.
Once there was a little boy whose name was Henry. One day when
his mother was out, he tried to get some jam out of the cupboard.
He climbed up onto a chair but he couldn't reach it. However,
while he was trying to get it, he knocked over a cup. The cup
fell down and broke. (Piaget, 1965, p. 122)
17
Younger children, ignoring the intent, view the first child as
"naughtier" on the basis of the amount of damage done. The older child,
moving towards autonomy, clearly sees the child in the first story as
being innocent of wrong doing, and regards the incident as a totally
accidental event.
Role-taking within the peer group, according to Piaget (1965), fa-
cilitates this development of internal principles which gradually frees
the child from regulation by external command. "In contrast to a given
rule, which from the first has been imposed upon the child from the out-
side. . . the rule of justice is a sort of imminent condition of social
relationships or a law governing equilibrium. . . . The sense of jus-
tice is largely independent of adult precept and requires nothing more
for its development than mutual respect and solidarity which holds
among children themselves" (Piaget, 1965, p. 195-196). This sense of
justice to which Piaget refers assumes a concern for reciprocity—
a
concern for equality between individual children.
The research of Lawrence Kohlberg has expanded upon that of Piaget
in the field of moral development. In a longitudinal study conducted
over an 18-year period, Kohlberg (1966) found that his subjects went
through an invariant sequence of stages at differing rates, but with
some subjects never reaching the highest stages of moral development.
Kohlberg and Turiel (1971) utilized the moral dilemmas, as did Piaget
(1965), in their longitudinal study from which they were able to iden-
tify stages, analogous to both Dewey's and Piaget's, i.e., pre-conven-
tional, conventional and principled. Table 1, following, clarifies
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each of these sub-stages in terms of assumptions, awareness and motiva-
tors associated with each.
Kohlberg and Gilligan (1971), while recognizing the parallel nature
of the stages of logical though and moral development, have stated that
the relationship between the two is that of the former being prerequi-
site to, but insufficient to ensure, the latter. Stages I and II, in
Table 1, following, are to be viewed as corresponding to Piaget's con-
crete operational stage with Stage III paralleling the beginning of
formal operations.
Cognitive development
.
Having summarized the schemes of moral development hypothesized
by Dewey, Piaget and Kohlberg, we shall now examine the sequence of
logical thought development described by Piaget by briefly describing
each of four stages. (Ages noted are to be considered approximate.)
Stage I—sensori-motor : from birth to two years . Initially, the
infant, unable to differentiate between self and non-self, focuses to-
tally on self. Gradual differentiation occurs as a result of reflexive
behavior, e.g., some things prove more "suckable" than others. When a
rattle is grasped and dropped, it appears that the rattle ceases to
exist for the child. Gradually, the infant's behavior becomes inten-
tional and permanence or conservation of object develops. The child
will then search for an object which has disappeared from sight (Piaget,
1964)
.
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Table 1
Kohlberg s Stages of Moral Development
Principled Level
(Concern for fidelity
to self-chosen moral
principles)
Stage
5*
Motivator : Internal commitment to
principles of "conscience"; respect
for the rights, life and dignity of
all persons.
Awareness : Particular moral/social
contracts, arrived at through demo-
cratic reconciliation of differing
viewpoints and open to change.
Assumption : Moral principles have
universal validity; law derives
from morality, not vice versa.
Conventional Level
(Concern for meeting
external social ex-
pectations)
Stage
4
Motivator : Sense of duty or obliga-
tion to live up to socially defined
role and maintain existing social
order for good of all.
Awareness : There is a larger social
"system" that regulates the behavior
of individuals within it.
Assumption : Authority or the social
order is the source of morality.
Stage Motivator : Desire for social approv-
3 al by living up to good boy/good girl
stereotype; meeting expectations of
others
.
Awareness : Need to consider inten-
tions and feelings of others; coop-
eration means ideal reciprocity
(golden rule)
.
Assumption : Good behavior equals
social conformity.
*Kohlberg recently has redefined his stages so that Stage 5 incor-
porates much of what used to be in a Stage 6.
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Table 1 (Continued)
Preconventional Level
(Concern for external,
concrete consequences
to self)
Stage
2
Motivator : Self-interest; what's
in it for me?
Awareness : Human relations are
governed by concrete reciprocity:
let’s make a deal; you scratch
my back. I’ll scratch yours.
Assumption : Have to look out for
self; obligated only to those who
help you; each person has own
needs and viewpoint.
Stage Motivator : Fear of getting caught;
1 desire to avoid punishment by
authority.
Awareness : There are rules and
consequences of breaking them.
Assumption : Might makes right;
what’s regarded by those in power
is "good"; what’s punished is "bad".
From Lickona, Thomas, How to encourage moral development, Learning
,
March 1977, 38.
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Sta^e II—preconceptual or preoperational
: approximately 2-7 years.
During this period, language, imitation and play are the major achieve-
ments. The child's thinking at this stage is influenced primarily by
her perception, that is, by the way things appear to be. When two iden-
tical rows of counters are put before her* first with both rows spaced
identically, the child recognizes the equality of the number of counters.
When one row is spaced so that it extends beyond the spatial limits of
the other, it is perceived by the preoperational child as containing
more objects. The child at this stage also demonstrates egocentricity
,
the inability to take on another's viewpoint (Piaget, 1964).
Stage III—concrete operational
. At approximately six or seven
years of age, a milestone in the development of logical thought is
reached when the child is able to employ the logical structures which
allow her to conserve, i.e., to recognize invariance following trans-
formations. For example, a child is shown two identical glasses con-
taining equal amounts of water. The water in one glass is then poured
into a thinner, taller glass. The conserving child rejects the percep-
tual clue of the taller, thinner glass seeming to contain more water
and recognizes that the amount of liquid remains unchanged (Piaget,
1964)
.
This developmental milestone in logical thought, this skill of
conservation, is a particularly crucial one for this study because of
the transitional position of many of the subjects between Stage II
and Stage III.
*In this paper, the female pronouns, she and her, are used in
the generic sense.
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Forman and Kuschner (1977) clarify the term concrete-operational
by stating that the word concrete refers to concrete objects which the
child manipulates rather than to concrete, as opposed to abstract, con-
cepts. "The concrete-operational child is quite capable of dealing
with abstract concepts, although he deals with them in a concrete manner
(Forman & Kuschner, p. 76). The child is also able to use common sym-
bol systems in reading and mathematics and he can reverse operations.
-^j~-a
-£e IV formal operational . The fourth stage, developing be-
yond the stage of 11, is characterized by the ability to think abstrac-
ly
,
to think about one's thinking, to reason about possible events in
the past or future, to perform complex classification tasks, to deal
with multiple causation.
This stage is of significance to the study primarily because an
examination of existing social studies curriculum for young children,
to be discussed later in this paper, indicates that formal operational
thinking is frequently required for understanding the concepts which
are stressed. Piaget (1969) has summarized in concise fashion the
general characteristics of stages in developmental theory.
1. Stages imply distinct or qualitative differences in children's
modes of thinking or of solving the same problem.
2. These different modes of thought form an invariant sequence,
order or succession in individual development. While cultural
factors may speed up, slow down or stop development, they do not
change its sequence.
3. Each of these different and sequential modes of thought forms
a structural whole: A given stage-response on a task does not
just represent a specific response determined by knowledge and
familiarity with that task or tasks similar to it; it represents
an underlying thought-organization.
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C°gnit
i
We StageS are hierarchical integrations. Stages form
to fulfil?
lncreasiagly differentiated and integrated structuresl a common function. (Duska & Whelan, 1975, p. 13-15)
At the beginning of this discussion of developmental stage theories,
the similarity of the various theories in terms of structural aspects
and processes of organization was mentioned. Thus far, we have dis-
cussed only the structural aspects.
The process of intellectual organization in each of these theories
is that of equilibration. "Piaget invokes this process as the princi-
pal mechanism of transition from one level in the formation of intellec-
tual structures to the next" (Palmer, p. 19). Equilibration is to
psychology what homeostasis is to biology, and is to be viewed not as
extrinsic, but as the core of both organic and mental life (Piaget,
1967). Dewey has also upheld this intrinsic nature of equilibration,
and in his view "living may be regarded as a continual rhythm of dis-
equilibrations and recoveries of equilibrium" (Dewey, 1938, p. 27).
As the child acts upon the environment, the twin processes of as-
similation and accommodation maintain equilibrium. The former involves
the intake of new information. The process of accommodation occurs as
the child alters his previous view or model in order to fit the new
piece of information into it (Piaget, 1963; Richmond, 1971).
Richmond (1971) summarizes the basic principles of this view of
intellectual organization as a special case of the general life pro-
cess of adaption.
1. There is complete interdependence between a living organism
and the environment in which it lives.
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2. The organism and its environment are engaged in a
process of action on, and reaction to each other.
continuous
3. There will be a balance or equilibrium relationship.
(Richmond, 1971, p. 65)
It would be misleading to leave this introduction to stage theories
without mention of the unevenness of development. Rate of growth is
viewed as highly irregular. Characteristically, there are chronological
gaps between the development of various concepts which represent the
same stage of intellectual development. This tendency to acquire dif-
ferent operations belonging to the same stage in a staggered, rather
than a total, fashion has been referred to by Piaget as horizontal de-
calage, an example of which would be the acquisition of the conserva-
tions of mass, weight and volume, all of which represent the same
developmental level but which occur over a period of time. Flavell
(1963), in speaking of this typical unevenness of development, notes
that while "it may be useful to think of an individual as being gener-
ally characterized by a given cognitive structure, he will not neces-
sarily be able to perform within that structure for all tasks"
(Flavell, 1963, p. 23).
Thus far, we have mentioned three ideologies and their psycholog-
ical foundations. We have described in greater detail the ideological/
psychological position which provides the framework for this study.
In the next sections, we shall attempt to discover factors other than
maturation which may have implications for increasing the adequacy of
logical thought structures through planned interventions. This search
will be accomplished by examining two bodies of research: cross-
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cultural studies and experimental attempts to accelerate development
of logical thought.
Cross-cultural studies
.
Cross-cultural studies have focused on the replication of Piaget's
experimentation. His classical studies, conducted at the Geneva School
of Psychology and the Center for Genetic Epistemology, have provided
the means of assessing children's intellectual development. Some know-
ledge of the nature of these experiments is essential as a background
for discussion of their applications to other cultures. The reader,
unfamiliar with the tasks, is directed to their description contained
in Appendix I.
Copious cross-cultural research on Piagetian tasks is available.
Studies have been conducted in such places as Alaska, Algeria, Arabia,
Australia, Canada, Central Africa, England, Germany, Guatemala,
Holland, Hong Kong, India, Italy, Israel, Jamaica, Japan, Kenya, Korea,
Libya, Mexico, New Guinea, New Zealand, Poland, Tanzania, Uganda, and
West Africa (Modgil & Modgil, 1977, Vol. 8). When discrepancies with
Genevan results have been found, investigators have searched for ex-
planations in, and modified experimental situations to determine, the
possible effects of: (a) the degree of familiarity or experience with
the stimulus materials, (b) the amount of schooling, and (c) the prox-
imity to Western cultural contacts.
DeLemos
'
(1969) assessment of the development of Aboriginal
Australian children upheld Piagetian stages, and responses showed
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similarities to those found in Swiss children and children of other cul-
tures. Non-conserving responses were justified similarly on the basis
of perceptual features of the immediate situation. The same confusions
of weight and density were noted. Sequence of the development of vari-
ous conservations was not upheld, however; Aboriginal children conserved
weight earlier than quantity; and conservation of area, rather than
appearing at the same age as quantity and length, as Piaget had found,
was achieved considerably later in DeLemos
' subjects. Conservation, in
general, appeared much later, and a 50% level of success was not usually
achieved before 10 to 11 years, if at all. Younger children in schools
beginning to adopt newer methodology (e.g., the introduction of
Cuisenaire rods) showed greater intellectual development, however. The
influence of language was cited as a possible explanation of the devel-
opment delay in that Aboriginal languages lack precise terms for measur-
ing, comparing and for describing number concepts. DeLemos, in compar-
ing the success rate of full-blooded Aboriginal children and children of
mixed ancestry, and finding the former to be functioning at a lower in-
tellectual level as indicated by the measurements used, went on to state
that It would seem reasonable to attribute the significant difference
between the part and full Aborigines in this study to genetic differ-
ences between Aborigines and Europeans, resulting in the part Aboriginal
children having a higher probability of inheriting a higher intellectual
potential" (DeLemos, p. 268).
Dasen (1972a), in replicating the DeLemos study, obtained differing
results. His study upheld Piaget’s sequence of conservation and, in
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reexamining the previous data, he divided the full Aboriginal children
into two groups on the basis of the amount of Western contact. Contrary
to findings of a number of other researchers, he discovered that those
children with less Western contact performed better on tasks, leading
him to hypothesize that quality as well as quantity of contact, may be
a significant variable, as Western contacts for these children were
under extreme conditions of inequality, denigrating to the minority
cultures
.
Dasen (1972b) found additional support for environmental rather
than genetic interpretations in his study of Aboriginal children
adopted very early in life and whose development of logical thought
was much closer to that of Piaget’s Swiss subjects than those studied
by DeLemos
,
or by Dasen, himself in his replicative research. Dasen
failed, however, to find a more palatable explanation than the one of
genetic inferiority, offered by DeLemos, to explain the poorer perfor-
mance of subjects with as little as one-eighth Aboriginal blood.
A sufficient number of children demonstrated conservation of
weight prior to substance to lead experimenters, such as Hyde (1959),
to conclude that Piaget's sequence of conservations may not be invar-
iant. Hyde's replication studies with multiracial children in Aden,
however, generally confirmed Piaget's theory. Iraqi children, tested
by Al-Shaikh (1973), did support the Piagetian sequence, but demon-
strated a rather consistent finding of non-Western studies—namely, a
two to three-year delay in the development of the various conserva-
tions. Lloyd (1971), studying Yoruba children in Nigeria, found little
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significant difference between Almy’s results in the United States and
those of "elite" Yorubas on number and liquid conservation. "Non-
elitist" Yorubas, while demonstrating a lower level of functioning on
number tasks, scored significantly higher than their American counter-
parts on conservation of liquid tasks (Ashton, 1975). Anticipating
superior results on weight conservation as a result of living in a
country with few pre-packaged materials, Za’Rour (1970) diagnosed
Lebanese children in Beirut. He was startled to find that despite
the greater familiarity with judging weight and with actual weighing
experiences, these children actually demonstrated the characteristic
two or three year delay as compared to Almy's group on both numbers
and liquid conservation.
Price Williams (1962) compared performance between literate and
illiterate children of the Tiv tribe in Nigeria. He found no difference
in classif icatory skills although the characteristic delay when compared
with European cultures was noted.
DeLacy (1970) studied classificatory ability in four groups of
Australian children. Two of the groups were fullblooded Aboriginal
Australia children, one of which had closer contact with European life-
styles than the other. The other two groups were Australian children
of European descent, one of which was a high and the other a low socio-
economic group. Four types of classification tasks were given to each
of the four groups: (a) part-whole relationships, (b) hierarchical
classification, (c) multiple classification (similar to the Raven Pro-
gressive Matrices), and (d) Nixon’s Reclassification Test, in which the
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subjects are asked to perform six reclassifications according to new
criteria. The results closely showed a consistent relationship between
social milieu and the classificatory performance of the children. On
all four tasks, the order of performance from the ablest to the least
able was: (a) European, high socioeconomic, (b) European, low socio-
economic, (c) Aboriginal, with high European contact, and (d) Aboriginal,
with low European contact. This finding was at variance with the
DeLemos-Dasen findings, suggesting perhaps that Western contact with
these subjects had not been denigrating to the minority culture.
Comparing Mexican Americans, Anglos and children from five Native
American tribes (Hopi, Apache, Papago, Navajo, and Pima) on the simple
order of events tasks, Dempsey (1971) found only Anglo children were
able to conserve by age seven. All groups except Navajo and Apache
conserve by age nine; and by age 11, only the Apache children remained
non-conservers
.
In addition to Western contact, the variable of schooling has been
examined. Greenfield's study (1966) was based on a desire to seek out
environmental factors for differing types of responses. She found
that schooling in Senegal was crucial to Wolof children's ever develop-
ing the notion of conservation Larendeau-Bendavid (1976) administered
seriation and conservation tasks to Rwandese children. The schooled
children indicated more rapid development on all tasks than did the
partially schooled or unschooled children. Modgil and Modgil (1977),
in their summary of Piagetian research, cite the studies of Bentler
(1968), Lawless (1974) and Scrobner (1976) as also substantiating the
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the positive effect of schooling relative to the development of conser-
vation. Goodnow and Bethan (1966), however, failed to find differences
relating to the variable of schooling in their study of Chinese children
in Hong Kong.
Firlek (1975) studied the differential performances of British
children in both single age and multi-age classrooms. The performance
of those subjects in vertical age groupings was found to be superior
possibly because the non-conserving beliefs of the pre-operational child
were subject to constant challenge by those at the concrete-operational
stage
.
Other investigators (Cole et al., 1971) have hypothesized that
the apparent delay in stages and/or failure to ever achieve formal op-
erational thought, as indicated in a number of cross-cultural studies,
may indeed be false and may reflect a cultural bias in the instruments
themselves. Those researchers, urging cautious analysis of the results
of this type of experimentation, have stated, "Whenever we want to use
an explanation that requires us to assume that one group 'has a pro-
cess' while another does not, our interpretation is open to question.
It is always possible that further experimentation would turn up evi-
dence of the hypothetical process under proper circumstances" (Cole
et al., 1971, p. 228).
Increased conservation ability has been noted by a number of re-
searchers when familiar environmental materials were used in the tasks
rather than the materials used with Swiss children. Ashton (1975) per-
ceives these as "call^ingl into question the Piagetian assumption of
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generalized cognitive structures." It would appear to this writer that
studies of this type are merely indicative of incipient stages of con-
servation where less threatening and familiar materials may be suffi-
cient to move the child towards a less tenuous position regarding that
skill
.
In comparisons of Uganda children of the Ibusa tribe and children
in Glascow, Okonji (1972) presented both groups with two tasks: (a) the
sorting of a collection of objects which were familiar to the Ibusa and
unfamiliar to the Scottish subjects and (b) the sorting of animals
equally familiar to both groups. The results were indicative of the
positive influence of more familiar materials on classificatory behavior
and the overall developmental trend was found to be similar to both
groups
.
Both Price-Williams (1962) and Kellaghan (1967) used familiar in-
digenous objects to study classification in Northern and Western
Nigerian children respectively. The significance of these studies was
that they "showed for the first time that when appropriate test materi-
als are used, the African children involved were not qualitatively dif-
ferent from their European counterparts in their abstract attitudes"
(Okonji, 1971, p. 39).
In summary, cross-cultural studies tend to uphold Piaget’s stage
theory, but not necessarily the sequence of conservation. Effects, or
sequence, of horizontal decalage may vary cross-culturally or may vary
because of aspects of the testing situations themselves. These studies
serve to highlight factors other than maturation as being of great
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importance in the development of logical thought. Dasen (1977) has ed-
ited a book with a forward by Piaget which summarizes cross-cultural
contribution and describes numerous studies, the results of which are
icisntly ambiguous to disallow definitive conclusions but which
serves instead to focus the reader and other researchers on two major
questions which remain unanswered. To what extent is cognitive devel-
opment slowed, accelerated or altered by cultural variables, i.e., to
what extent is development universal? Which aspects of Piagetian
theory will require modification as a result of cross-cultural studies?
Experimental attempts at acceleration
.
Interest in increasing adequacy of logical thought at successive
stages has led numerous researchers to attempt, by experimental means,
to accelerate movement to higher levels of intellectual functioning.
Piaget (1964) suggests three questions for determining whether
children involved in training studies are indeed capable of more so-
phisticated operational structure following efforts at accelerating
those structures. (a) Is the learning lasting?, (b) Is the learning
transferable?, (c) And most importantly, is any real change in terms
of structure evident when spontaneous operations prior to and follow-
ing the experimental sessions are examined thoroughly?
During the past decade, heightened interest in Piagetian thought
has spawned hundreds of training experiments in number, substance,
weight, liquid, length, space, time, speed, and classification. While
all of these have relevance for any researcher embarking on a curriculum
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m these areas because of the presumed generalizability
,
discussion here
will be limited to those studies involved with classif icatory behavior
primarily because that is the direct focus of the experimental group
in this study, but secondly because of the lack of feasibility in at-
tempting to include all areas of the research.
In studying the "role of manipulatory group experience in the
classification skill development of younger children," Koon (1974) used
three groups ranging from four to six years of age—a control group and
two experimental groups, one of which was characterized by teacher,
child interaction and one in which the child worked independently.
Both experimental groups used a series of developmentally sequenced,
manipulatory grouping activities. While both experimental groups dis-
played greater flexibility of grouping behavior by the end of the study,
the teacher-child interaction group made greater gains in terms of the
number of successes in terms of pass-fail on the progressively more
difficult categorization series. Zimmerman (1974) investigated the
effect of modelling on the child's ability to utilize new grouping
strategies involving children from age three years to five years and
nine months. In the first experiment, the investigator sorted cards
according to size, and then asked the subject to find another way of
sorting. In the second experiment, with a different group of children,
the investigator modelled sorting by size and by the stimulus on the
card. These children were asked to explain the model's grouping and
then to imitate the two methods of sorting. In experiment one, only
the five-year-olds were able to use both dimensions. However, in
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experiment two, when four year olds were exposed to the modelling of
two methods, they were able to then use both grouping strategies.
The value of verbal explanations on the acquisition of class in-
clusion skills was studied by Kohnstamn (1967) and found, in terms of
his study, to have positive effect. These positive effects were ques-
tioned by Hatano and Kuhara (1972) in that Kohnstamn,
Explained to children and then asked them to explain the inclusion
response in terms of number of two given classes [and also because]
numbers obtained by counting do not imply any logical relations be-
tween two classes. Though he used varieties of transfer items,
most of them could be solved by mere generalization of the response
and this left a possibility of interpreting the findings as mere
response learning. (Hatano & Kuhara, 1972, p. 63)
Numerous other investigators have found positive effects of train-
ing in other areas of classification. These include Jacobs and
Vandeventer (1968) who found improvement in double-classification prob-
lems; Parker, Reiff and Sperr (1971) who measured the effectiveness of
a training approach on hierarchical classification skills; Sigel and
Schwartz (1967) who focused on multiple labelling skills; Bingham-
Newman (1974) who found positive effects for seriation training in
young children.
Inhelder and Piaget (1969) have enumerated a number of operations
of which a child must be capable prior to achieving conservation.
These operations include multiple relationality , reversibility and
seriation. Most investigators involved in experimental efforts to in-
duce conservation have focused directly upon conservation training per
se. Sigel, Roeper and Hooper (1966) decided instead to focus on those
operations which Piaget listed as prerequisite to conservation itself.
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The methodology employed will be discussed later in the section of this
paper entitled Towards a rationale for a developmentally appropriate
curriculum, and will provide the focus for developing the logico—
mathematical component of this present research. The results of this
study support the basic hypothesis that.
Training programs focusing on prerequisites for relevant cognitive
operations influence the resultant cognitive structures. This
modification of cognitive structures, directed by such a training
procedure, provides for the emergence of new sets of abilities and
demonstrates the interdependence of cognitive stages and precursors
.
On the basis of this position, it appears that conservation per se
need not be taught directly. Possessing the prerequisites, chil-
dren may 'discover' conservation as a principle and apply it to
substance, weight and volume. (Sigel & Hooper, 1968, p. 306)
These two bodies of research, the cross-cultural studies and the
studies on acceleration suggest that the sequence in which conserva-
tions are acquired may be neither as invariant or as universal as
Piaget had proposed. If the development of these skills is responsive
to variations in materials used, the amount of schooling, the life ex-
periences to which a child has been exposed and to more direct inter-
vention in the form of instruction or training, then this responsiveness
raises hopes that strategic intervention at a time when classification
skills are naturally developing may be productive in preventing, or
reducing, the tendency to apply these skills to rigid categories of
race and sex. Hopefully, this intervention may help children to see
that commonalities exist between groups, and to recognize that differ-
ences within groups are often greater than those between two groups
perceived as different. Possibly, relativity of set membership explored
systematically with young children could indeed reduce rigid, stereo-
typed thinking.
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The research of Sigel, Roeper and Hooper (1966) cited above was
used as a framework for the logico-mathematical component of the multi-
cultural curriculum which will involve a subgroup of the total popula-
tion. The foregoing research on developmental stage theories, then,
has provided the theoretical basis for this study. The next section of
the literature search focuses on the work of those researchers who have
investigated the developmental aspects of classification skills and
have found these to be directly applicable to the incipient stages of
stereotyping
.
Stereotyping in Young Children
Introduction .
Stereotyping is defined as an over-generalization; it is the "at-
tribution of general psychological characteristics to large human
groups" (Tajfel in Watson, 1973, p. 80). Not confined to sex or race,
stereotyping may include the aged, the handicapped, religious groups,
teenagers—indeed, it may be applied to any human group. While this
study focuses on stereotypes as they apply to sex and to racial groups,
the writer reiterates that in no way does she wish to convey that this
is the scope of this phenomenon. Nor is multi-cultural education to
be viewed as relating to cultures in the ethnic, racial or national
sense only, but to education relative to all human differences.
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While this study focuses on the potential of curriculum for atti-
tude change, other factors affecting that change are recognized as op-
erant and, therefore, as necessitating cautious interpretation of
resulting data.
Researchers such as Allport and Kramer (1946) and Radke-Yarrow,
Trager and Miller (1952) found that parental influence played a signif-
icant role in the development of stereotyping and prejudice in children.
Apparently, the parents direct instruction in the attitudes, and
cannot recall having done so; further, the children develop their
attitudes, at first quite well aware of their sources, but towards
adolescence tending to lose conscious recollection of these ori-
gins, devise rationalizations of various sorts to maintain them
little change. (Horowitz & Horowitz in Puskin & Veness, p. 37)
The findings in The Authoritarian Personality by Adorno (1969)
provide strong support for the argument that harsh and rigid child-
rearing practices increase the intolerance of those children reared in
this manner towards other groups of people. Quality of contact has al-
so been scrutinized in a number of studies (Vaughan & Thompson, 1961;
Pushkin, 1973; Goodman, 1964). If contacts with other groups occur in
an atmosphere of suspicion and hostility, overt or covert, those con-
tacts serve to foster unfavorable attitudes towards other groups.
In the Lambert, Klineberg study (1967), American children, in
addition to citing parents as a source of information about foreign
people, also mentioned television, movies, books, courses of study in
school, textbooks, and magazines. Coles (1967) and Trager (1950) in-
vestigated the role of television in attitude development. In They
Learn What They Live
,
Trager has also demonstrated the influence of
stereotyped reading materials on racial attitude.
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Categorization; a developmental cause
.
As we shall see in the next section of this paper, children in nur-
sery school, kindergarten, first and second grade are racially aware and
already assuming traits, behaviors and preference along sexual, ethnic
and racial lines. Children in these grades are pre-operational
,
moving
to concrete—operational and are already developing and utilizing class-
ification skills. Gordon Allport's (1954) charge, supported by evidence
from other research, is that stereotypes arise from a process of cate-
gorization.
Erhlich (1973) discusses stereotyped assignments within the frame-
work of social categories such as race, religion, sex, or nationality,
and stated that,
The process of establishing a social object as a member of a so-
cial category implies that the criterial similarities are more
important for that object and like objects than the differences
among them. . . . Paradoxically, while categorization narrows
the amount of information necessary for action, it also expands
the scope of information about an object. Thus, you may need
very little information to decide that a person is Jewish; but
once you assign him to a category, you now (ostensibly) know a
great deal about him which is to say that you think you know a
great deal about Jewish persons. (p. 38)
Tajfel's (1973) description of the function of classification and
its role in stereotypical thinking is similar to Erlich's. Tajfel
states that the processes of classification.
Introduce simplicity where there is complexity and (often) nearly
random variations. They can help us cope only if fuzzy differences
between groups are transmitted into clear ones, or new differences
created where none exist. They represent, of course, tendencies
towards simplification rather than sharp dichotomies; in other
words, in each relevant situation, we shall achieve as much stereo
typed simplification as we can without doing too much violence to
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the facts. But there is good evidence that even when facts doturn against us and destroy the useful and comfortable distinc-tions, we shall still find ways to preserve the general contentof our categories. (Taj f el, p. 80)
The problem of categorization by race, as opposed to categoriza-
tion by a physical dimension such as height, is that the former is a
discontinuous attribute— a person is Black or White or Asian and, at
least in terms of the categories, rarely something in between. Height
or weight, on the other hand, are continuous attributes. Members of
groups will be arranged serially rather than dichotomously
,
according
to this type of criterion.
Tajfel discusses fully the need to simplify in order to cope and
states that even.
When a classification is correlated with a continuous dimension,
there will be a tendency to exaggerate the differences on that
dimension between items which fall into distinct classes and to
minimize the differences within each of the classes. (Tajfel,
p. 81)
He goes on to describe an experiment which he and Wilkes conducted
where this phenomenon was demonstrable in simple judgments of length
of lines—a situation totally lacking in any social or emotional sig-
nificance. Subjects were presented with a series of eight lines the
length of which differed by a constant ratio. The experimental group
had them presented, subdivided into a shorter group of four lines and
a longer group of four lines. The following figure demonstrated the
extreme deviation from actual differences that were perceived when the
series of lengths were divided into two groups.
Ad]acerrt rrimull
Figure 1 Comparison of actual and apparent differences between lines of
adjacent length, (From Tajlel and Wilkes, K“d3, p.111.)
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The same process can be, and is, applied to human groupings; and in the
experiment described, if length of lines stood for personal traits, and
the classification had been along ethnic lines, we would, in Taj f el's
words, "have the fullblown stereotype" (Taj fel, p. 83).
Stereotypic effects of categorization are clearly demonstrated in
a study by Razran (1950) in i^hich his subjects were presented with a
series of pictures of white girls described as ethnically nonspecific..
The subjects rated these pictures according to characteristics such as
popularity, intelligence and beauty. About two months later, these
pictures were presented again to the same subjects, this time with
Italian, Jewish and Irish surnames attached to some and names such as
Adams, Clark, chosen from signers of the Declaration of Independence
and from the Social Register. The ratings of the minority groups
shifted to fit the particular stereotype of each group.
Secord, Bevan and Katz (1956) found similar results using pictures
which were lacking in clarity as to whether they depicted White or
Black persons. If a picture was categorized as Black, it was then as-
signed characteristics of the Black stereotype by the subject making
the discrimination. Subjects categorizing the same picture as White
assigned very different characteristics to it.
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Bruner ' s Ajtudy of Thinking (1956) contains one of the most thor-
ough discussions of the role of categorization to be found in the liter-
ature. While he does not make the direct application to problems of
ethnic and racial stereotyping as Taj fel has done, nevertheless that
application is most appropriate. Types of categorization, according to
Bruner, might be plotted on a continuum, the poles of which would be
perceptual and conceptual. The former would be categorized by clues
which are concrete and immediately accessible to the senses, the latter
by relevant attributes of an abstract nature possibly requiring exten-
sive search. At either pole, or at any point along the continuum,
Bruner holds that the process involved in the development of categories
is identical and, as these categories are evolving, the individual val-
idates these tentative classifications by several means, two of which
— test by consensus and text by affective congruence—appear particular-
ly appropriate for forming and confirming stereotypic placements of
sets of people. In labelling people, the defining attributes are de-
scribed by Bruner as being imprecise and disjunctive, so the individual
is likely to seek a degree of certainty by resorting to a reference
group with whom she identifies and which has already established clear
categories of "good", "bad", "honest", "dishonest", or whatever.
Bruner (1956) also speaks of validation by tests of affective con-
gruence, not as necessarily distinct from consensus for certainly con-
sensus is often involved, but with the essential component in this
type of validation being affective. The type of event validated in
this manner is the "unjustifiable, intuitive leap buttressed by a
sense of conviction" (Bruner, 1956, p. 20).
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Clearly, stereotyping and prejudice are thus validated and the
rigidity of this type of classification, which has been previously
noted in this paper, is supported by Bruner who goes on to say that
categories thus confirmed are of special interest, particularly to
the student of nonrational behavior because of their being relatively
"inaccessible to disproof" (p. 21). Further, "they seem to be inac-
cessible in proportion to the strength of the inner need system whose
fulfillment they serve" (p. 21).
Assimilation and manifestations of stereotyping
.
Once stereotyped categories have been confirmed, they are assimi-
lated into the cognitive structures of the individual. These assimila-
tions, which then govern behavior, have been of interest to numerous
investigators of stereotyping and prejudicial behavior in young chil-
dren.
In describing the moral development of the child, Piaget (1965)
describes the transition from acceptance of rules because of the source
only to a stage where the content becomes increasingly important. He
states that this transition will not occur when the child is exposed
to only one source of information. The child in transition is likely
to be exposed to only one set of values or information regarding cer-
tain out-groups whether the source is parent, schools or other cultur-
al media.
Thus, "bad" or "good", even "liked or "disliked", become incon-
trovertible statements of fact not different in their mode of
assimilation from, for example, "large" or "small". Therefore,
categories of moral judgments concerning reciprocity appear not
to be assimilated in reference to groups which have been intellec-
tually rejected. (Tajfel in Watson, 1973)
Tajfel and Jahoda (1966), in their study of national attitudes of
children, found complete similarity in the process of learning facts
(such as size) and facts about preferences. Each subject was pro-
vided with a set of five squares of varying sizes. The median size
square represented the child* s own country. The other four represented
America, France, Germany, and Russia. Preference for the same coun-
tries was then determined through paired comparisons
. Greater congru-
ity of responses was found for preferences than for size comparisons
by British children at six and seven years of age and at ages ten and
eleven; i.e., agreement on preference for America and France to Germany
and Russia was greater than agreement that both Russia and America are
larger countries than both Germany and France.
In studying racial attitudes, the visual clues, of course, make
this task of differential assimilation and rigid categorization a much
simpler task than it is when studying differences of nationality. Nu-
merous investigators (Piaget 6 Weil, 1951, Jahoda & Tajfel, 1966; Morse
& Allport, 1952; Allport, 1954) have examined the issue of development
of perceptions of one's own group as the child's introduction to ster-
eotyping. Piaget and Weil state:
The feeling and the very idea of homeland are by no means the
first or even early elements in the child's makeup, but are a
relatively late development in the normal child who does not ap-
pear to be drawn inevitably towards patriotic socio-centricity
.
On the contrary, before he attains to a cognitive and affective
awareness of his own country, the child must make considerable
effort towards "decentration" or broadening of his center of
interest (town, canton, etc.) and towards integration of his im-pressions (with surroundings other than his own) in the course of
which he acquires an understanding of countries and points of
view other than his own. The child begins with the assumption
that the immediate attitudes arising out of his own special sur-
roundings and activities are the only ones possible: this state
of mind.
. . is at first a stumbling block both to the understand-
ing of his own country and to the development of objective rela-
tionships with other countries. Furthermore, to overcome this
egocentric attitude, it is necessary to train the faculty for cog-
n ^-ti-ve and affective integration.
. . a slow and laborious process
consisting mainly in efforts at "reciprocity". (p. 56)
Jahoda and Tajfel (1966), in the course of their massive investi-
gation, found extremely high preference for one's own group. Children
were presented with photographs and asked to sort them into four sets
labelled, "I like him very much," "I like him a little," "I dislike
him a little," and "I dislike him very much." Weeks later, the subjects
were presented with the same pictures to sort into two sets of English
and not-English (or Dutch, not-Dutch, Austrian, not-Austrian
,
depending
upon the locale of that specific segment of the research) . Half the
subjects were presented with the two experimental tasks in the opposite
order. Regardless of order of procedure, an extremely high correlation
was found between liking and being from the same country as the subject.
Lambert and Klineberg (1967) found that children in their study
had a strong preference for foreign countries perceived to be most like
their own, although this phenomenon applied differentially, dependent
upon whether the child viewed his own group as positively. The problem
of those who did hold negative attitudes might be considered a parallel
to that of the child whose self-concept is affected by a perceived de-
valuation by others of his racial group.
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Research of Allport (1952) is indicative of the stability of ster-
eotyped views throughout life. A three-stage process of learning prej-
udice is hypothesized.
1. Pre generalized
-in this stage, categorization is occurring,
but the implication for being Black, White or some other group
are still unclear.
2. Verbal rejection of unfavored status— in this stage, the
child not only is able to categorize but now has internalized
the socially-accepted values placed upon these categorizations.
3. Differentiation— in this stage, the child will exempt certain
individuals from the general stereotype and will display increas-
ing proficiency in rationalizing stereotypes. (Porter, 1971,
p. 20-21)
Morse and Allport (1952) found early experiences in stereotyping
tend to persist throughout life. Using adult subjects, they found
three factors strongly affecting viewpoints and behaviors held toward
certain groups:
1. "National" involvement meaning a close, identification of
one's own interests with national interests, a belief that the
policies of one’s own country are always right and a reification
and glorification of one's own country.
2. A belief in the "racial essence" of the minority group in
question who have a "common racial quality and are different by
nature" from us.
3. A "differential loyalty" to one's own people, that is, a
"generalized ingroup versus out-group" feeling that expresses it-
self in a differential willingness to help one’s own national
group but not foreigners when they are in trouble. (Lambert &
Klineberg, 1967, pp. 222-223)
Banks (1976) has developed what he calls a typology of emerging
stages of ethnicity.
A definition of ethnicity would include knowledge and acceptance
of, as well as a pride in one’s ethnic and racial background, but
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also an empathy and concern for other ethnic groups and a stronscommitment and allegiance to the nation state and its idealizedvalues such as human dignity and justice. (Banks, 1976, p. 26)
The purpose of his typology is to assist individuals in reaching a stage
where they will have "a reflective and clarified ethno-national identity
and £be^j • • . effective citizens in a democratic pluralistic nation"
(Banks, 1976, p. 26).
Stage I, ethnic psychological captivity, is a stage characterized
by self-rejection of one's ethnic group and lowered self-esteem as neg-
ative attitudes about one's own group which have been institutionalized
m the society are internalized. According to Banks, the behavioral
results may be withdrawal or conflict. "The more that an ethnic group
is stigmatized and rejected by the dominant society, the more likely
are its members to experience some form of ethnic psychological cap-
tivity" (Banks, 1976, p. 22).
In Stage II, that of ethnic encapsulation, the individual is pri-
marily a separatist believing her own group to be superior. There is
a strong commitment to "the liberation struggle of the group" (Banks,
p. 22), and a rejection of members of one's own ethnic group who show
assimilationist tendencies.
Stage III, ethnic identity clarification, is characterized by
ethnic self-acceptance and the ability to perceive both positive and
negative aspects of one's own ethnic group. Self-pride is no longer
based on hatred and distrust of out-groups which was characteristic
of previous stages.
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At Stage IV, that of biethnicity, the individual has a desire to
function capably within two cultural contexts. Banks notes that,
Non-White minorities are forced to become biethnic to some extentm order to experience social and economic mobility. However
members of dominant groups, such as Anglo-American, can, and oftendo, live almost exclusive monocultural and ethnocentric lives(Banks, 1976, p. 24)
Meil and Kiester (1967), in Short-Changed Children of Suburbia , have
also discussed this phenomenon and have noted that in the suburb se-
lected for their study, children not only lived a monocultural exis-
tence, but attended schools where human likenesses and differences
were treated in two ways one being the total avoidance of the subject
and the other being what "clergymen sarcastically call ' Af ghanistanism'
;
that is, declaiming over the condition of the heathen in far-off
corners of the world while ignoring the unsolved problems in one's own
backyard" (Miel & Kiester, 1967 in Herman, 1969, p. 256).
Stage V, individuals display empathy for all ethnic groups and
have a clarified "ethno-national identity, positive attitudes toward
other ethnic and racial groups, and [are] self-actualized" (Banks,
1976, p. 26). This typology differs from developmental stage theories
in that it lacks universality. Banks does not hypothesize that all
individuals experience all stages. He does, however, suggest that
once an individual has experienced a stage, she is likely to experience
the succeeding stages both developmentally and sequentially. In con-
trast to other theories discussed, there are multiple entrance points
in this typology. Responses vis-a-vis Banks' scheme are obviously
more specific as to field of application, though they certainly contain
essential thought processes
,
in terms of increased flexibility, which
have a generalizability to other areas. His is essentially a self-
actualizing process with decentering occurring across his stages as
it does with Dewey's, Kohlberg’s and Piaget's.
Stendler (1949) conducted an investigation of developmental trends
not unlike Allport’s, in children's social class awareness, and exam-
ined their perceptions of behavior appropriate to each class and the
extent to which their choice of friends was influenced by the perceived
social status of their peers. Subjects were 107 children in grades
one, four, six, and eight. They were assigned to upper-middle class,
white collar and working class by ratings obtained on each child from
people in the community. There were three aspects of the testing sit-
uation: (a) an interview, (b) a "guess who" test, and (c) a picture
rating task.
In the interviews, the investigator primarily questioned each in-
dividual subject about after-school activities. The "guess who" test
involved naming the child in the class who is the best ball player,
has the most spending money, lives in the best section of town, etc.
Each child was then shown four sets of pictures (depicting different
types of occupations, recreational activities, clothing, and homes)
in an effort to determine what symbols of class had relevance to each
child. A fifth set of pictures was used to see if behavioral expecta-
tions related to social class in the age groups studied. Children
were asked such questions as, "Do rich people ever steal?" Sigel sums
up Stendler 's findings which are described in four stages:
50
Stage 1— (pre-awareness) is characteristic of most firstand even some fourth graders At rh-ic i Q , S graders
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rich, he lives in the best house, has the most toys, etc. Hisc oice o friends shows little awareness of class differencesand his career aspirations (cowboy, policeman, pilot) reflect’adesire for color without regard for social class position.
Stage 2—beginning of awareness extends from before the fourthgrade to the sixth. These children can recognize some of the
symbols of social class particularly those with which they have
ad experience. They are most accurate in ratings of pictures
and people representing lower classness than higher levels. They
still do not know about the kind of houses in which their class-
mates live or what their fathers do for a living. Social class
is apparently not considered in choice of friends or future occu-
pations
.
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_
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—3 acceptance of adult stereotypes begins before grade six
and continues through the eighth grade. Here the children reveal
their awareness of social class symbols in many ways. They can
rate pictures according to class more accurately than before, and
the reasons they give for their ratings have to do with the exclu-
siveness of what they see, or the money involved, or the privil-
eges accompanying a particular class station. They rate the class
position of their schoolmates on the basis of home and family, oc-
cupation of the father, clothes and manners, but they are reluc-
tant to name classmates for unfavorable socioeconomic items and
deny class differences by stating that nobody represents the un-
desirable. They reflect the many contradictions about class which
are prevalent in our culture.
Stage 4—recognition of individual difference among children re-
gardless of social class showed up in only a few children in the
study. At this level, the child knows what class symbols mean to
most people, but he prefers to make judgments in terms of individ-
uals. (1966, pp. 71-72)
Clark and Clark (1958), using a doll identification technique,
found 77% of their three-year-old subjects had an awareness of race.
Mary Ellen Goodman (1964), working with four-year-olds in a nursery
school in an urban area of New England, observed children throughout
the school year and maintained detailed information about each child,
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her use of labels, social awareness, personal preferences, and home
situation. In addition to these case study records, she examined
each child in experimental situations involving doll play, jigsaw puz-
zles and clay. She found little children were displaying racial aware-
ness at about the same time they were beginning to deal with attributes
such as age and sex. Dividing her subjects into high, medium and low
awareness groups, based on degree of perception and attention to color
and other racial attributes, and their use of racial terms while in-
volved in the test, and in daily life in the nursery school, Goodman
assigned 32,4 of the children to the high awareness group and 54% to
the medium aware group. Of her four-year-old subjects, 84% were per-
ceived as being racially aware. Goodman also found that these chil-
dren were already using stereotyped concepts. In the words of one
child, "The people that are white, they can go up. The people that
are brown, they have to go down" (p. 255).
Both awareness and stereotyping as early as age three were also
found by Stevenson and Stewart (1958) and by Morland (1962) . Neugarten
(1946) conducted a study with a somewhat older group (grade four) in
which children were asked to rate their classmates according to quali-
ties of leadership and cleanliness. Her results indicate a positive
correlation with socioeconomic level on both qualities.
The children had apparently internalized the judgments of the
adults around them, learned to judge economic background without
having any idea what it was from a sociological point of view,
and made their judgments of classmates on the basis of class-
linked values. (in Joyce, 1976, p. 211)
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Sex stereotypes, likewise, appear early in the child’s development.
Fein, Johnson et al. (1975), using free play, modelling and parent in-
formation, documented sex stereotyped toy choices in 20-month old boys
and girls. Hartley, conducting her study in 1962, utilizing play sit-
uations, pictorial and verbal tests, and projective techniques with
children aged five, eight and 11 years old, found that children in all
age groups still viewed homemaking as basically the woman's duty and
earning money as the man's role.
Working with second graders in Boston schools, Siegel (1973)
found that preferred occupational choices were stereotypical. Boys
tended to exhibit a wider range of choices, while approximately two-
thirds of the girls chose either teacher or nurse.
Family role concepts were examined by Emmerich (1961). Subjects
were 225 middle class children ages six to ten years old who were
asked when shown paired figures (mother-father, mother-son, mother-
daughter, father-son, father-daughter) which figure was most powerful
and which she liked best. Results showed greater consensus on power
than attitudinal direction. Greater power was assigned to the adult
and less to the child. The father's role was perceived as more power-
ful than the mothers. Subjects demonstrated a more powerful positive
attitudinal direction towards same sex adults. In discriminating
child sex roles, female subject assignments showed greater uniformity
than those of male subjects. Girls tended to assign positive actions
to girls and negative actions to boys. Male responses were less uni-
form and varied depending on situational factor.
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More recent studies (Lerner & Schroeder, 1975) designed to measure
stereotyping in young children have focused on analysis of methods of
assessment and have found that forced choice technique, such as those
employed by Goodman (1964), Clark and Clark (1958), Stevenson and
Stewart (1958) appear to magnify stereotypic responses and prejudices.
In their methodological analysis, Lerner and Schroeder (1975) compared
three assessment techniques: (a) forced choice, (b) alternative
choices and (c) open-ended interviews. Forced choice yielded the most
and open-ended interviews the least, evidence of supposed racial atti-
tudes. These researchers were led to the conclusion that "racial atti-
tudes are, to a great extent, dependent on demands on the experimental
situation imposed upon young subjects" (Lerner & Schroeder, 1975, p. 11).
Norland
,
whose earlier studies have been mentioned, has continued
his research on the existence of stereotypes in young children. While
the focal point of his 1976 research was a comparison of racial atti-
tudes in 1972 when racial balance was achieved in Lynchburg schools with
attitudes held four years later, the study nevertheless demonstrates
the existence and persistence of negative racial attitudes. Morland 's
instruments included the Morland Picture Inventory, an adaption of the
Bogardus social distance scale and a semantic differential scale, all
of which allowed for alternate choices.
Using the picture inventory which contained a number of pictures
of Black and White children, Morland sought to measure racial prefer-
ence, acceptance and identification by asking children the following
questions: (a) Which child would you like most to play with? (b) WTiich
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child would you like most to be? (c) Which child is most like you,
like your dad, like your mom? (d) Which child is the nicest?
(e) Which child is the best student? Although Morland was able to
document some movement towards opposite racial choices on preferences
and towards greater accuracy in self-identification which he attributed
to equality in racial balance, nevertheless the greater racial self-
rejection by Blacks and the continued preferential view of Whites ap-
pear to this researcher to be the more salient points of the study. A
summary table of the results follows.
With the 10 to 12 year olds in his research, Morland used eight
racial categories, presented separately, to be rated on a seven point
continuum (e.g., ugly to beautiful, clean to dirty, honest to dishon-
est)
. The racial categories utilized were American, Chinese American,
Black American, Mexican American, Japanese American, White American,
Puerto Rican American, and American Indian. Both Black and White sub-
jects rated all eight categories somewhat more positively in 1976 than
in 1972. In 1976, both Black and White children rated American as the
most positive category. The second choice of White children was White
American and their least favored category was Black American which was
rated less positively by Whites than any group was rated by the Black
participants. The second most positive category from the Black per-
spective was found to be Black American. Little variation was exhib-
ited in the ranking of the other groups by Black children, but Puerto
Rican Americans were rated least positively.
Students
in
Morland
(1976)
Study
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Social distance scores, as measured by a Bogardus-like scale,
showed little change in the four-year period, and still reflected an
unwillingness on the part of both groups to share the more intimate
activities of life with persons of a different race. Somewhat greater
detail has been accorded this particular study because it is one of
the most recent efforts at assessing children's racial attitudes which
this literature search has yielded and also because while the subjects
represented only two races, the assessments were made on eight. This
broader application of race has been found in few studies. The re-
search summarized thus far has described the development and existence
of stereotyping in young children.
Categorization and assimilation, based upon it, have been reported
as manifestations of the developmental aspects of stereotyping. The
persistency of categorizations made at very early ages in order to
simplify information being processed indicates, however, that the abil-
ity to perform higher order classification does not automatically lead
to the discarding of these early rigid, stereotypic categories. In
Bruner's words, "The more basic the confirmation of a hypothesis is to
the carrying out of goal striving ability, the greater will be its
strenth. It will be more readily aroused, more easily confirmed, less
readily infirmed" (1951, p. 127). Intervention in this developmental
process of classification appears to be crucial.
The final section of the literature search will focus on issues
of curriculum and will document the incompatibility of the concepts
of many existing curriculum projects and the developmental level of
the population for whom these materials were intended.
Issues of Curriculum
Problem of content
.
Challenge to traditional content of curriculum which proceeded
outward from home to community, to town, to state, to nation, and to
world, as the child's age increased has come from a number of re-
searchers. Challenging this theory of expanding environment, Smith
and Cardinell (in 1969) asked 2500 elementary children from kinder-
garten to grade six to respond to the following words
:
(a) honesty,
(b) India, (c) river, (d) Washington, and (e) world. The findings
provided impetus and inspired these researchers to develop a much
broader curriculum than those based on "expanding environments."
Smith and Cardinell found that: (a) young children's interest ex-
tended far beyond the environment, (b) TV had broadened the outlook
of children, (c) there exists a need for earlier and more effective
instruction relative to geographic terms, and (d) while kindergarten
concepts were often erroneous, these children had some knowledge of
terms typically used in social studies programs.
Research of this nature appears to be rather simplistic. It ig-
nores researchers who have clearly demonstrated that instruction in
geographic terms, for instance, would have very little effect on
young children's ability to understand the concept for which the term
stands
.
Katsounis (1969), investigating third grade children's knowledge
of social studies content prior to instruction, found social studies
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courses of studies especially non-challenging to children of superior
ability, and did indeed discover that most of the content was known
prior to instruction. He cites the work of Preston and Hodgson who re-
ported that for grades one to three, home, school, pets, community
helpers, food, clothing, and shelter was the most common content, and
who also found that most content was known prior to instruction.
Huck’s (1955) study of first grade children's social concepts in-
dicated that: (a) boys appear to have a greater fund of knowledge in
social studies than girls, (b) both sexes had much greater information
concerning technological and recreational concepts than were reflected
in the curriculum offerings, (c) historical concepts had little meaning
although interest in the remote past such as dinosaurs or cave men was
evident, and (d) children usually demonstrated a partial grasp of con-
cepts rather than complete understanding or ignorance. Others, con-
cerned with the tendency to equate verbal knowledge with concept under-
standing, have obtained different results and therefore, make different
recommendations
.
In an effort to determine what knowledge young children had con-
cerning social studies content, Mugge (1963) found that primary grade
children's answers lacked preciseness; they were characteristically
unable to keep two factors in mind at one time; they evidenced diffi-
culty in responding to the key word in a question and to temporal and
spatial concepts; they were unable to place cities, towns, states in
hierarchical order. When asked to name the state in which they resided,
subjects more often responded with the name of the city than that of
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the state. Mugge found only nine percent of the children in the sample
could name two states other than the one in which they resided without
including cities and countries; and when asked to name countries, "most
of them were nonplused and were as likely to name Chicago and Iowa as
they were to name China or Russia" (p. 24 in Herman).
Piaget has found this to be a natural tendency in the child who
typically "loves accumulating names in his memory.
. . and his inter-
est consists not in locating that newly named country nor in thinking
it as really 'part' of another (even when his verbal expression
would seem to indicate this)
,
but in conceiving of it as existing any-
where after having been manufactured alongside and at the expense of
other" (1952, p. 129).
Spodek, in decrying studies only of the here and now, speaks of
an apparently successful unit on the New York Harbor with young chil-
dren and determined that "the ability to attain the significant con-
cepts was not determined by the proximity or remoteness of the phenomena
studied, but rather by the abstractness or concreteness of the phenomena"
(Herman, 1969, p. 7).
Greater opportunities for children to travel have been cited as
reasons for expansion of the curriculum to studies of more remote
areas. Mugge, however, did not find that increased travel experiences
of young children reflected greater information. She hypothesized
either that little verbal explanation accompanied the travel experi-
ences or that the children lacked readiness for the experiences. Al-
though a majority of her subjects had been to Atlantic City, less than
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a third could name any ocean. It is likely that the sand and waves
held greater significance than the label of the vast body of water
before them. Mugge quotes the poet Alistair Reid who supported this
tendency in his writing.
Scotland we hardly noticed; it was no more than weather and
landscape; and we lived, if we lived anywhere at all, between
the garden and the water in a mud—stained leaf—smelling round
of errands and holidays, our feet on the ground, our heads
firmly in the clouds. (1963, p. 25)
Incongruence of developmental
theory and existing curriculum .
Kohlberg (1972b) stated that the rationale for social studies
curricula of the sixties and seventies is based upon five basic postu-
lates. Each of these postulates are derived from the work of Dewey.
1. An emphasis upon reasoning skills rather than rote learning
of facts.
2. A recognition of the difference between content and process
of thinking leading to emphasis on inquiry.
3. Recognition of the interdisciplinary nature of social studies.
4. Usage of concrete cases representative of larger social prob-
lems .
5. Emphasis on value clarification—leading to postulate six.
6. Recognition of the necessity of discussing controversial
issues. (pp. 4-9)
Kohlberg is impressed with the manner in which the recent social
studies projects have incorporated these assumptions, but expresses
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concern over the neglect to consider "The psychological assumption of
cognitive and moral stages and the parallel assumption that education
is supplying the conditions for development through the stages" (1972b,
p. 8). This concern of Kohlberg's is reflected in the writings of
others involved in this area of research who also find an incompatabil-
ity of developmental theory and curriculum.
Banks (1976) has written of the implications for each of the
stages of his typology discussed earlier in terms of curriculum. He
suggests for the Stage I child "monoethnic content and experiences"
and learning "how her own ethnic group has been victimized by the
larger society" (p. 27). As the bias of this paper has been to value
greater flexibility in thought, these suggestions appear to be ques-
tionable, possibly leading to intensification "psychological encapsu-
lation."
Metz Hatch (1976) reviewed a number of recent social studies pro-
jects and found the concepts to be developed within these to be incom-
patible with what is known about the development of logical thought
stemming from Piaget's experiments and the corroborative investiga-
tions of other researchers. She cited the Family of Man program which
is designed for use in kindergarten and the primary grades, and which
has as its major goals an understanding that: (a) our ways are not
the only possible ways to live, (b) the behavior of other people that
may seem strange to us seems right and natural to them, and (c) we are
all, even with our differences in ways of life, part of the "family of
man." Noting that "ways of life" is not a concrete, manipulable entity
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but rather one requiring class inclusion abilities on abstract material,
Metz-Hatch underscored the inappropriateness by indicating that the age
of the target population will include many children who are unable to
deal with class inclusion problems even in the concrete mode. The goals
also require that children understand the reciprocity of similarities
and differences, familiarity and strangeness cross—culturally
. Piaget
has stated that reciprocity of the term foreigner is not internalized
approximately age 11 (1951) . Metz-Hatch also examined the
Sadlier series and questioned the ability of young children to grasp
the class inclusion problems involved (which because of its hierarchical
nature would be difficult to deal with concretely) in the stated objec-
tive "to discover that despite the differences that do exist between
groups, a basic human quality transcends these differences" (p. 143).
She further examined and questioned the Southall objectives found in a
pamphlet "Activities of teachers to develop international understand-
ing" on the basis of incongruence of goals and developmental levels.
Parsons and Shaftel (in McLendon, 1970) discussed a recently devel-
oped first grade unit on Japan requiring children to make complex compar-
isons between roles in that culture and those in America; and in these
comparisons, it is "implicit. . . that an item of information is equiv-
alent to an analogue in our culture." They go on to say, "The signifi-
cance of cultural content which gives Japanese life its character is
quite absent from the unit." They contend that first grade children
would be unable to profit from this cultural content stating that they
must first "build bridges to those cultures based on their understand-
ing of these kinds of phenomena in their own culture" (p. 358). They
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convincingly argued that the result of this unit will introduce, or re-
inforce, a Japanese stereotype which "focuses on the colorful and the
bizarre." They further stated that the development of this stereotype
will lead to convergent thinking and to cognitive closure, and will
provide a rigid set for viewing other cultures. An additional danger
is that the unit focuses on comparison related to American value foci,
and will, therefore, tend to reinforce ethnocentrism as American
emerges as superior in the comparisons. Parsons and Shaftel also
question another recent curriculum project based on an examination of
three Native American cultures and comparison of these to the Japanese.
Because the various Native American cultures are more unlike the cul-
ture of the children who will be using the materials than the Japanese
are, the concepts will be even more difficult for the young child to
understand. These materials also serve to reinforce existing Indian
stereotypes. Parsons and Shaftel conclude their article with this in-
dictment :
Children come to school with stereotypes already developed. It is
most probable, because the level of cognitive upon which primary
grade cross-cultural programs must operate is so limited, involve-
ment in these programs will simply reinforce those stereotypes and
inhibit cognitive development. (in McLendon, p. 360)
Apparently, current social studies programs are relatively insen-
sitive to the problem of cognitive level and to the inability of chil-
dren to progress cognitively "if the gap between the child's assimila-
torv structural where withal and what he is supposed to assimilate and
accommodate is. . . too large" (Flavell, 1963, p. 249).
Towards a Rationale for a Developmental^
Appropriate Curriculum
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From Lambert and Klineberg's (1967) study, several cautions for
the curriculum developer are highlighted:
1* The manner in which a child develops concepts of her own
group has implications for the way she will come to view other groups.
These researchers found stereotypes appearing first in reference to
one s own group and only later to others
. Curriculum which tends to
distort and idealize one's own culture leads to the stereotyping and
denigration of other groups who necessarily will be found inferior
when compared to that idealization.
2. Early training in national contrasts was found to have nega-
tive effects in that this emphasis on differences often leaves an im-
pression, in the mind of the young child, of other groups being strange
and exhibiting bizarre behaviors. At an early age, different is
equated with being less likeable. In this training in contrasts, chil-
dren tend to make comparisons in terms of criteria which have value in
their own culture, and these culturally significant criteria are then
used to distinguish between one's own group and others for whom those
criteria may lack relevance.
In view of Lambert and Klineberg's findings on the effects of
training in contrasts, Metz-Hatch (1975) recommended that for young
children who are unable to deal with similarities and differences simul-
taneously, the curriculum focus on similarities. As the term culture
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can have no meaning for the young child, these similarities should be
inter-individual similarities between children of different groups.
Specific concrete aspects of the cultures and groups may be effectively
utilized, but should "be so constructed as to facilitate the students'
identification with the other individual children presented" (Metz-
Hatch, p. 148).
Irving Sigel
,
in speaking of the current social studies projects
charged (as have Kohlberg and others) that there has been a "tendency
to overlook the very organism for whom all these changes are ostensibly
made the child" (1965a, p. 1). In order to address this lack of coor-
dination between developmental theorists and curriculum developers, a
conference was held in 1966 at the Merrill-Palmer Institute— the focus
of which was the potential contributions of developmental studies, par-
ticularly those of Piaget, to the planning of curriculum. At this con-
ference, using the central concepts of political science outlined by
Roberta Sigel, Flavell suggested the cognitive acquisitions prerequisite
to an understanding of these concepts. It is to be noted that virtually
all of the cognitive acquisitions require formal operational thought.
The following table of cognitive prerequisites for major social
science concepts is a useful framework for curriculum with older chil-
dren, but serves to demonstrate the futility in working with these
concepts with young children.
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Table 3
Cognitive Requisites for Social Science Readiness
Social Science Concepts
1* Causal structure of historical
or political outcome. The no-
tions of positive, negative and
neutral events in the context
of that outcome. Concepts of
multi-determination of histor-
ical and political outcomes
.
Concept of causes continuously
operating across extended time
periods
.
2. The fundamental uncertainty of
historical or political predic-
tions of outcomes— the possi-
bility of calculated guesses
greater than chance. The con-
ception of outcomes as the re-
sults of stable, identifiable
determinants plus accidental,
fortuitous determinants.
Cognitive Acquisitions
The ability to think in terms
of natural causes. The abil-
ity to regard events as deter-
mined by specific other events
The ability to conceive of a
variety of types of causes,
e.g., personal vs. impersonal
or individual vs. group.
The ability to think probabi-
listically. The idea that
combinations of insufficient
causes can render an outcome
more probable, i.e., more
likely to occur.
3. Specific concepts such as "lib-
erty", "power", "legal process",
"regime", "coalition", and gov-
ernmental tables of organization,
authority relations, and related
classifications of the hierarch-
ical type.
4. The possibility of across-in-
stance generalizations about
historical or political process-
es, e.g., common causal patterns
involved in any revolution, or
any political process resulting
in a new congressional law.
The ability to classify and
to group hierarchical classes
to relational structures, and
to deal with abstract concepts
The concept of invariance
amid variance, or "conserva-
tion" in a generalized sense.
Common principles or general-
izations in the face of diver-
sity of appearances.
5. The nature of "facts" upon which
historical and political general-
izations are built. The necessity
of inference even at the lowest
levels of the structures. The
process by which new facts upset
previous generalizations. How
bias may occur in reporting events.
The knowledge of potential
disparity between appearances
and reality or that things
are not always what they seem.
Statements of "fact" are often
inferences on the best evi-
dence .
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Table 3 (Continued)
Social Science Concepts Cognitive Acquisitions
6. Intelligent analysis of political
and historical facts and the abil-
ity to search for facts not avail-
able in order to test hypotheses.
Ability to participate in the his-
torian s and political scientist's
job of creating new knowlpdgp
understanding previous knowledge.
The ability to deduce as
well as induce, to pose
hypotheses about causal
structure and then search
for relevant evidence, and
to draw inferences from any
array of facts. (Age at-
tained, 12 to 15 years)
7. Concepts of equality, justice tem-
pered with ''equity", minority
rights, freedom within limits.
Relatively nature moral
judgments and knowledge.
8. Historical and political processes
are, in part, explained by the
psychology of individuals—by
their wishes, fears, suspicions,
and so on.
The rudiments of a knowledge
of "human nature," e.g.,
motivational determinants,
adult irrationality and fal-
libility—why people act as
they do.
9. A tolerance of conflict of inter-
est and attitude, and an accept-
tance of the need for compromise,
of "bad" positions held in good
faith (and to be respected even
if disagreeable)
,
of how points
of view depend on the nature of
the facts available, and of the
possibility of biased reporting.
The presence of moderately
well-developed role-taking
skills. The ability to
shift perspective or to see
the other person's point of
view.
10. The role of persuasive manipula-
tions as a weapon in changing
power structures, in effecting
political outcomes; e.g., what
really happens in Congressional
committees, caucuses and conven-
tions
.
Concept of persuasion and
argument (vs. force) as in-
strumental behavior in in-
ter-personal situations.
11. The ability to comprehend histor-
ical "time lines" and appreciate
that historical events occur
simultaneously or successively.
The concept of time as a
continuous, fixed rate,
measurable medium in which
events take place.
(Sigel, 1966a, pp . 1-8)
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For young children, Sigel (1966) proposed the develops of so-
cial studies concepts based on a strategy of providing opportunities
for children to use classification skills in flexible wavs. He sug-
gested, as a starting point, a series of multiple labelling activities
applied to objects, events and to people. Next, he suggested practice
m forming sets based on the criterial attributes used in the multiple
labelling process as an awareness of multiple attributes provides the
child with a broader range of information about events and reduces
the amount of stereotyped thinking" (1966c, p. 6). As the child sees
that objects, events and people can be categorized in many ways, i.e.,
belong to many sets, she learns about relativity of class membership.
Human differences such as sex, age, race, and ethnic grouping are then
to be viewed only as single attributes which cannot be used in making
absolute assignments to a particular set. When the child is able to
use the logic of single classification, she is ready to work on tasks
combining two or more attributes. Sigel describes the ability as "a
very significant one in the logical development of thought, the proto-
type of complex thinking" (p. 8).
The logical processes involved are addition and multiplication
of classes. These processes can be illustrated by providing sets of
pictures or using children in the class, for example, a group of Asian
children, a group of White children and, within each group, some chil-
dren who are wearing sneakers and some who are not. Addition of these
classes would result in six possible combinations: (a) children who
are either Asian or do not wear sneakers, (b) children who are either
White or wear sneakers, (c) children x/ho are either White or don't
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wear sneakers, (d) children who either are White or Asian, (e) children
who are either Asian or who wear sneakers, and (f) children who either
wear sneakers or don't wear sneakers.
, Multiplication of classes can be demonstrated by using the same
groups of pictures or children. Four classes can be formed by multi-
plication: (a) all Asian children who wear sneakers, (b) all Asian
children who do not wear sneakers
,
(c) all White children who wear
sneakers, and (d) all White children who do not wear sneakers.
The increased competency in dealing with complex classification
tasks manifests itself in producing more flexible ways of grouping
and also in enhancing the ability to deal with social science tasks
such as multiple causation. Just as multiple labelling applied to
single attributes and to objects so it can be used to begin the study
of causality, listing as many single causes as possible. However,
historical events cannot be attributed to single causes, and it be-
comes necessary to coordinate a number of causative statements which
lead to the understanding of multiple causations of an event.
Sigel perceives this classification framework for curriculum as
one which will enhance logical thought development while providing
greater flexibility of thought at each cognitive level, thereby reduc-
ing or preventing stereotyping. It would appear that in view of
Tajfel's experimentation on the effects of categorization acquired
more naturally, Sigel 's suggested intervention is vital in the educa-
tion of young children.
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The main problem is not to determine what must or must not be in-
culcated in the child; it is to discover how to develop that re-
ciprocity in thought and action which is vital to the attainment
an<^ affective understanding. (Piaget, 1951,
,
curriculum explores the possibility that this reciprocity
may be facilitated by guiding activities in flexible categorizing in
order to inhibit what appears to be a "natural" stereotyping process.
CHAPTER III
DESIGN OF THE STUDY
Outline of the Design
The purposes of this study, as outlined in Chapter I, were:
1. To develop an instrument for assessing existence of stereo-
types of race and sex in young children.
2. To develop and implement a multi-cultural curriculum compat-
ible with the level of development of logical thought in young children.
3. To add a component to that curriculum which stressed flexible
classification skills for a subgroup of the total population of the
study.
4. To use the instrument developed for the assessment of a ster-
eotype prior to, and following, implementation of the curriculum in
order to:
a. Determine the effectiveness of the multi-cultural curric-
ulum in the reduction of stereotyping for all participants and to
b. Compare the effects of the differential treatment of the
two subgroups of the population in the reduction of stereotyping.
Basically, then, the study seeks to answer three questions:
1. Have kindergarten age children assimilated societal stereo
types regarding race and sex?
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2. What modifying effects did this particular approach to multi-
cultural curriculum have upon the attitudes of young children?
3. Did the addition of direct instruction in classification
kills have further modifying effects on those attitudes?
Population
The children selected as subjects for this study were chosen
first because of their age—appropriateness for the issue being exam-
ined—and secondly because of their accessibility to this writer who
was both teacher and researcher in their classroom at the Mark's
Meadow School, a public school of the Amherst system and the labora-
tory school for the School of Education at the University of Massachusetts
in Amherst. The subjects comprised two groups of kindergarten chil-
dren—one attending the morning and the other the afternoon session,
a division which provided, rather naturally, the opportunity for dif-
ferential treatment of the two groups. These children were primarily
from lower-middle and middle class families, the majority of whom re-
sided in apartment complexes on the periphery of the university campus,
although approximately 20% lived in family-owned residence situated
at a somewhat greater distance from the school.
At the beginning of the study in December of 1977, 35 children
attended the two kindergarten sessions, 28 of whom became participants.
Two of the 28 left the Amherst school district during the period in
•which the experimentation was being implemented. The data to be
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examined in this paper relates, therefore, to the pre- and post-inven-
tory responses of 26 children, equally divided male and female, and
ranging in age from four years, 11 months to six years, no months, with
a median age of five years, six months.
Nonparticipation of seven children in the classroom occurred for a
variety of reasons.
1. Lack of facility with the English language-three children.
(One child had recently arrived from Zaire and another from Japan,
neither of whom spoke any English upon arrival. The third was a child
with a cluster of behaviors, suggestive of autism and sufficiently se-
vere to render the necessary communication an impossibility.)
2. Lack of parental permission for participation
— three children.
(Two of these children were nonparticipants by default, i.e., the fail-
ure to return the permission slip, a copy of which can be found in
Appendix II, despite the fact that the slip was sent a second time to
these households, and the third child failed to participate because of
denial of permission by the mother.)
3. Imminent department—one child. (This child's parents had
sent notification of plans to return to their native Australia within
three weeks of the beginning of the experimental period.)
It was necessary to document the presence of all the children who
were class members during the experimental period, however, and not
only the participants from whom data was collected and analyzed first,
because their presence in the classroom may have had some impact upon
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the changing attitudes of participants; but secondly, and more direct-
ly, because the fact of their presence rendered them eligible for se-
lection on the sociometric portion of the inventory as best friends of
the participants. Table 4 summarizes the flow of children
in and out of the classroom during the interval between the December
and May administration of the instrument.
All participants were born in the United States. The mothers and
fathers of both Asian-American children were born and had spent the ma-
jority of their lives in Taiwan. Both parents of one, and only the
father of the other, Spanish-surnamed participants were natives of
Puerto Rico and resided there until shortly before the children were
born. Spanish was the primary language spoken in the home of the
former and English of the latter. One class member who did not parti-
cipate in the study was a native of Zaire; two were natives of
Australia, and the Spanish surnamed boy was born of Puerto Rican par-
ents, spent a portion of his life on that island and spoke Spanish as
his primary language. Neither Spanish-surnamed girl had ever lived in
Puerto Rico, but one spoke Spanish fluently and the other only English.
The remainder of the class members, as well as their parents, were
born in the United States. Twelve of the children lived in single
parent homes as a result of separation, divorce or never married sta-
tus; and one child's father, though still married to the mother, re-
sided and worked in another state. Fifty percent of the subjects then
were being raised by a single parent—all of whom were female.
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Table 4
Class Membership by Sex and Race
During the Experimental Period
Race and Sex
December
1977
Arriving After
December, 1977
and Leaving Prior
to May, 1977
Class
Membership
May, 1977
Participants
:
White female 9 Q
White male 13**
-7
1 1
Black female 1 1
Black male 1 1
Asian female 1 1
Asian male 1 1
Spanish female 2 2
TOTAL 28 26
Nonparticipants
:
White female 1 2
White male 3 3*
Black female 1 1 2
Black male 1 1 0
Asian female 1 1
Asian male 1
Spanish female
Spanish male 1
TOTAL 7 2 10
Two of these were in the December group of White male partici-
pants. One left and one arrived.
**Two left shortly after administration of pre-inventory. Their
responses were not included in any data summaries.
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Development and Description of the Inventory
Concerns of format and methodology
.
The search of the literature described in Chapter II yielded con-
siderable information relative to methodology previously utilized to
assess stereotyping in young children. Interview situations usually
employed dolls (Goodman, 1954; Clark & Clark, 1954) or pictures
(Stevenson & Stewart, 1958; Morland, 1962) to be selected in response
to questions posed by the interviewer.
A summary useful to the instrument developer concerned with devel-
oping a format for attitude assessment was that of Yarrow (in Mussen,
1960) who identified the various approaches which have been previously
employed and organized them into variations of stimulus presentation
and formats of response. This summary is presented in Table 5 which
follows
.
The somewhat limited vocabulary, as well as the relatively short
attention span of young children on imposed tasks, suggested the util-
ity of "props" both to minimize the linguistic burden involved in re-
sponse as well as to provide sufficient interest in the activity.
Dolls or pictorial materials have been characteristic of virtually
all of the related studies of this age group which have been reviewed.
Because of the difficulty in obtaining dolls sufficiently realistic to
portray all the racial groups included in the inventory, a decision to
use pictorial material was found to be more suitable. Using "props"
also appeared to be helpful in keeping the purpose of the inventory
Variations
in
Response
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concealed from the subjects in order to elicit responses in a non-
anxiety provoking manner, i.e., it was expected that the child would
experience greater comfort in responding to a question such as, "Which
of these children pictured do you think might be doctors when they
grow up? rather than "Could a Black child grow up to be a doctor?"
No reference was made to race or sex by the examiner during the pic-
ture response portion of the inventory.
Advantages and disadvantages were inherent in a decision to util-
ize either a highly structured, closed or a more loosely, structured
and open questioning technique. Ammons (1950), in a study of racial
attitudes in young children, experienced greater success in terms of
childrens' willingness to make responses when simple choices, such
as the selection of either a Black or a White doll, were to be made
in response to the interviewer's questions, and found that refusals
to respond correlated positively with the degree of open-endedness in
questions posed. Yarrow (in Mussen, 1960), however, while recognizing
the increased likelihood of obtaining a response in simple, concrete
choices or in yes/no types of questions warned of the "real possibil-
ity that young children who do not completely understand a question
may choose a response on a purely chance basis simply in an attempt
to please the examiner" (p. 579).
Brigham (1971) provided negative criticism of the forced choice
techniques on the grounds that "such a method operationally defines
the racial stereotype as an exceptionless generalization" and also
shapes the perceived "structure of subjects' attitudes towards racial
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stimuli (which) must appear as an exceptionless stereotype when this
method is used" (Lerner & Schroeder, 1975, p. A).
The Lerner and Schroeder (1975) study, discussed in Chapter II,
provided a methodological analysis, the purpose of which was to deter-
mine whether variations in the structure of the measuring instrument
itself yielded diverse results as to perceptions of the degree of
stereotyping engaged in by participants. Their 82 White kindergarten
subjects were divided arbitrarily into three groups. (a) Group I,
when presented with story questions, was limited in its responses to
choosing either a White or a Black doll. (b) Group II was permitted
to ch-ose an unimposed number of Black and White dolls in response to
questions posed. (c) And Group III was involved in an open-ended in-
terview in which they actively described racial stimuli. Successive-
ly evaluating the responses of Groups I, II and III yielded decreasing
evidence of pejorative stereotyping.
Based on these findings, this writer virtually excluded forced
choice items on the inventory developed for this study (only one such
item was included)
,
and chose to combine a multiple-alternative ap-
proach because of concerns regarding linguistic burden for the subject^
as well as the relative ease of codifying responses with the struc-
tured, open-ended interview where children freely related information
about various groups of people. Pictures used for responses by the
subjects were arranged in a college format and included four children
— two male and two female for each of the following races: White,
Black, Asian, Native American, and Spanish.
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Content
.
The search of the literature reported in Chapter II provided the
basis for decisions of content. Researchers such as Sigel (1973) and
Barclay (1974) found that preferred occupational choices were sex ster-
eotyped in very young children. Fein, Johnson et al. (1975) were able
to document sex stereotyping of toys as early as 20 months of age.
Early stereotyping of family roles was reported by Hartley (1962) and
Emmerich (1961), the latter also reporting the assignment of helping
actions more frequently to girls.
Awareness of occupational stereotyping in young children has been
documented by a number of researchers whose studies were reviewed in
Chapter II. Goodman (1954) found that children as young as three or
four have an awareness of career expectations vis-a-vis race. Radke
and Trager (1950) found that inferior jobs such as maid and porter
were assigned to Blacks by very young children, and also that their
young subjects had already internalized expectations of residence vis-
a-vis race. In their study, despite the fact that both Black and
White dolls were outfitted in dressy, in working and in shabby clothes
in an effort to depict varying socioeconomic status,
The great majority of children, Negro and White, assigned the
poor house to the Negro and the better house to the White doll;
they considered that the race represented by the doll belonged
to that type of house. (in Puskin & Veness, p. 31)
Class and racial consciousness relative to occupation, traits
and preferences were investigated and documented by researchers such
as Clark and Clark (1958), Allport (1946), Stendler (1949), and more
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recently, by Morland in 1976. Faison and Whistler's (1976) unpublished
curriculum on Native Americans led to the inclusion of questions rela-
tive to types of residence, clothing and activities of the reference
groups in this study.
The theoretical and practical basis for the logico-mathematical
component was, of course, found primarily in the writings of Piaget
and specifically in Inhelder and Piaget, The Early Growth of Logical
Thought in the Child (1964). Inhelder and Piaget (1964) presented a
detailed discussion of the following sequence by which they found
abilities in classification developing in young children.
1. Resemblance sorting initial grouping of two objects which
have some common attribute.
2. Consistent sorting
—
grouping of more than two objects on
the basis of a common attribute.
3. Exhaustive sorting
—
grouping of all available objects on
the basis of a common attribute.
4. Multiple class membership—recognizing that objects do not
belong exclusively to the one set which may have been used in resem-
blance, consistent and exhaustive sorting.
5. Horizontal reclassification—using different criteria suc-
cessively for grouping and regrouping.
6. Hierarchical classification—selecting combinations of at-
tributes to form classes that demonstrate an inclusion relationship
to each other.
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Locating the subjects’ abilities in classification on this contin-
uum was prerequisite to the planning of the appropriate curricular
activities. Kofsky (in Sigel & Hooper, eds., 1968) measured each of
these skills in children from age four to nine. In the five year age
group, Kofsky found 95% success in resemblance sorting, 90% in consis-
tent sorting, 75% in exhaustive sorting, 35% in multiple set membership
tasks, and 25% in horizontal reclassification.
Concerns regarding the length of the inventory and the attention
span of the young subjects precluded testing on tasks for each of the
sequential steps. Based on Kofsky's success percentages, this re-
searcher decided to include sample items involving the latter three
tasks only. Hierarchical classification was deemed inappropriate for
five years—olds based on the Inhelder, Piaget finding that this skill
emerged much later.
Input of the dissertation committee
.
Throughout the time period that this writer was involved with the
development of the instrument for assessing stereotypes, meetings with
her committee relative to content and format, were extremely valuable;
and the insightful input of each member was incorporated into the in-
strument itself. Cautions regarding the selections of pictures for
the collage were discussed in an effort to ensure that differential
appeal of such items as hairstyle, facial expression would not become
the primary stimulus for the selection or rejection of a particular
picture by the subjects.
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The writer is particularly indebted to Dr. Masha Rudman and to Dr.
Michael Greenebaum for their active role in the picture search which
netted a number of the illustrations used in the collage. In November
of 1977, the writer met with her entire committee and the inventory was
presented to and accepted by the members. The pretest was administered
the following month, December of 1977.
Field testing the instrument
.
The instrument was minimally field-tested by its administration
to four five-year-olds in a neighboring community and one class member
who was a nonparticipant. Based on this testing, the term "wealthiest"
in the questionnaire was replaced with "richest". Items relating to
the selection of children pictured in the collage which the subject
might see in church, in school and in their own homes were eliminated
on the basis that, while an environment lacking in diversity is likely
to be a spawning ground of prejudice, it was insupportable to equate
lack of exposure to stereotyping and these items appeared to be suggest-
ing that equation.
Other items remained unchanged as a result of the field testing,
but the length of the testing sessions—approximately 45 minutes—con-
firmed the necessity of administering the Peabody Picture Vocabulary
Test and the Harris-Goodenough Draw-a-Person in a separate session.
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Description of the inventory
.
A pictorial collage was constructed which contained pictures of
two male and two female children for each of the following racial
groupings: White, Black, Asian, Native American, and Spanish. The
questions relative to occupation in the inventory required pictorial
responses as to which children might grow up to be doctors, nurses,
maids, baseball players, firefighters, office workers, rubbish collec-
tors, teachers, or housekeepers. For each occupation, subjects were
permitted to make three choices.
The same collage was utilized for responses to items of personal
traits, the only difference being that only one choice was permitted
as subjects were asked to select "the smartest" or the "most helpful."
These traits were included as dyads to provide a check on responses
interpreted as possibly stereotypic. Items in this section included
hardest worker, laziest; strongest, weakest; richest, poorest; fastest
runner, slowest runner; smartest, least smart; shares most, shares
least; and helps most, helps least.
In the residence section, the subjects were again shown the pic-
ture collage; this time in conjunction with a picture first of a well-
maintained suburban ranch, and next an urban apartment building. They
were asked to select three children from the collage who were likely
to reside in each of these dwellings.
Preferences were assessed in various hypothetical situations mini-
mally suggestive of the Bogardus (1925) scale. Children were asked to
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select, again from the same picture collage, which child they would
most and least like to work with in the classroom, play with on the
playground and invite home. Bogardus (1925) had found that acceptance
of other groups decreased as the intimacy of the social situation in-
creased
.
The only forced choice items on the test related to perceptions
of "boss". The children were first shown a picture of a White and a
Black adult male and were asked, "If one of these two people is the
boss, which one do you think it would be?" A picture of a man and a
woman, both White, was then presented and the same question was asked.
Pictures of pairs of dolls representing White, Black, Asian, and
Spanish were then shown, and the child was asked to pretend she was
going to go to a toy store and could pick one set.
Moving from pictures, the attitudes towards other children in
the "real" life situation of the classroom were assessed using the
sociometric technique of Moreno (1951). Each subject was asked
to name her first, second and third favorite child in the classroom.
Because of the limited number of non-White children in the classroom,
this technique was considerably more useful for assessing sexual than
racial preferences. The ability of the subjects to coordinate similar-
ities and differences was also assessed in this section in that for
each child named, they were asked to state ways they were alike and
ways that they were different from the named child.
The next section of the inventory utilized an open interview sit-
uation conducted without pictures and requiring, therefore, a relatively
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unstructured verbal response. The subjects were first asked to name
their favorite toy and then to tell what they would like when they grew
up. The open interview was then directed toward assessing the five
racial groupings which had been used in the pictorial section; but this
time the country of origin was used in the questioning. Starting with
Native Americans, the children were asked:
1. What is a Native American?" If the subject did not respond,
she was then asked "What is an Indian?"
2. "What do Native Americans (Indians) wear?"
3. "Where do Native Americans (Indians) live?"
4. "What do Native Americans (Indians) do?"
These four questions were identical to those incorporated by
Martha Faison and Shelley Whistler in an unpublished unit on Native
Americans developed and implemented in the kindergarten of the Fort
River School in Amherst in the spring of 1976. The Faison and Whistler
research indicated that responses to these questions clearly revealed
the assimilation of a stereotype of the Native American similar to
that projected in many books and television shows.
Children were then asked what do you know about people from
Africa, Mexico, Puerto Rico, and Japan and China? If any information
was given, the interviewer then followed the format used for the elic-
iting responses regarding the Native American, i.e.. What do they wear,
where do they live, what do they do?
The final section of the interview was devoted to assessing class-
ification skills. Attribute blocks were used for this portion of the
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assessment. First, the subjects were shown a yellow triangle and a
yellow square of identical size and thickness, and were asked to tell
how the blocks were alike and how they were different. Given a set of
red and blue squares and triangles of different sizes and thicknesses,
subjects were requested to sort the blocks and then to state the basis
for sorting (exhaustive sorting). The subject’s inability to verbal-
ize the criterion used for sorting was noted, but did not result in
loss of credit for the item, if that criterion was apparent to the in-
terviewer. If the subject was successful on the first sorting task,
she was then asked to sort the blocks a different way (horizontal re-
classification)
.
In the third classification activity, the child was given a mixed
set containing yellow triangles, circles, rectangles, hexagons, and red
and blue squares. Two yellow squares were included in the set. The
child was asked to sort the blocks into two sets prescribed this time
by the interviewer—one set to contain all the squares and one to con-
tain all the yellow shapes (multiple set membership)
. Credit for com-
pleting this task was given if the child noted, either verbally or by
forming an intersection, that both yellow squares belonged to both sets.
Other tests administered .
The Peabody Picture Vocabulary Test and the Harris-Goodenough
Draw-a-Person Test were administered in conjunction with the inventory.
The former was selected because of the desire to have an IQ score to
use for purposes of correlation with the ability to classify and with
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the tendency to make stereotypical responses. The Peabody was selected
rather than some other test which would yield an IQ score because of
its ease of administration.
Inclusion of the DAP appeared to be appropriate because, according
to its authors, it "Attempts to replace the notion of intelligence with
the idea of intellectual, and perhaps more specifically, conceptual
maturity (Harris, 1963, p. 5). The child's drawing of a person is
seen as an index of conceptual development in general and the interpre-
tations of these drawings are intended to assess the ability to form
concepts in terms of the following three functions taken together which
comprise that ability.
1. The ability to perceive
,
i.e., to discriminate likes and dif-
ferences
;
2. The ability to abstract
,
i.e., to classify objects according
to such likes and differences; and
3. The ability to generalize
,
i.e., to assign an object newly ex-
perienced to a correct class, according to discriminated features,
properties or attributes. (Harris, 1963, p. 5).
This test appeared to be particularly useful because its component
skills involved abilities similar to those with which the study con-
cerned itself. Further analysis of the drawings in terms of the pre-
sence of emotional indicators such as aggression, guilt or shyness
appeared useful to the researcher because of an expected relationship
between self-concept and one's perception of others. Identification
of these indicators was viewed by the writer as a feasible method for
determining a correlation between self-concept and the tendency towards
stereotyping.
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Pre- and post- inventories were identical with two exceptions. The
Peabody Picture Vocabulary was administered in conjunction with the pre-
test only and a final test item, not previously discussed, was included
in the posttest. This item was conservation of substance which was
assessed by means of Piaget’s classical experiment with clay. Children
were given a piece of plasticene and asked to roll it into a ball. The
interviewer then took the ball and, rolling it into a sausage shape,
asked the child to compare the amount of clay with that in the original
ball. Non-conservers
,
still limited in their thinking by perceptual
clues, viewed the sausage as containing more clay. The reader is di-
rected to Appendix III where a copy of the complete inventory is repro-
duced.
Differential Treatment of the Two
Subgroups of the Population
Members of the two kindergarten sessions—morning and afternoon
—
comprised the two subgroups. This natural division was one of conven-
ience, but also appeared to be the soundest method of forming the sub-
groups in terms of least contamination of results. Managing to involve
only portions of each session in the classification experiences would
have been difficult, given the nature of the open classroom in which
the study occurred. Group I, the afternoon session, was involved in
the multi-cultural experience only; while Group II, the morning chil-
dren, were provided with direct instruction in classification skills
applied to that curriculum.
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In developing the curriculum to be implemented with both groups
of subjects, care was taken to avoid incongruency of goals with the
students developmental levels found to be characteristic of many ex-
isting programs discussed in the previous chapter. The early study in
contrasts and comparisons was seen as likely to enhance stereotyping
(Parsons & Schaftel, 1970; Lambert & Klineberg, 1967; Metz-Hatch, 1975).
Therefore, the common curriculum design stressed similarities rather
than differences. The major understandings to be developed were that
all people are alike in many ways and that sex and race are not deter-
mining factors for such variables as occupations, traits, residence,
or preferences.
While verbal efforts were made to enhance the understanding that
differences are to be valued, it was recognized that these efforts
would probably be useful only to the extent that positive rather than
negative labels were being provided. Reciprocity necessary for chil-
dren to see that the ways of others are as appropriate for them as
ours are for us was obviously far beyond the cognitive level of the
subjects
.
A comprehensive multi-cultural curriculum was implemented in
both sessions. Multi-cultural education was not viewed as something
which occurred only during the half hour structured time allocated to
very specific activities daily, but rather as an approach interwoven
throughout the fabric of the day and including provisioning the envi-
ronment and planning activities in all curriculum areas. The guiding
question became, "What is the multi-cultural component of this experi-
ence?"
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Illustrations depicting activities at various learning centers,
such as math or language arts, showed boys and girls of various ethnic
backgrounds engaged in the appropriate activities. Magazines such as
Travel and Ebony, Jr. were always available and prominently displayed
on the library table. Illustrations on the classroom calendar were
the art work of children around the world. Filmstrips depicting vari-
ous cultures were available for independent viewing by children. Books
by minority authors and about minority children were featured in the
library area.
In addition to a multi-cultural provisioning of the classroom, an
attempt was also made to integrate this approach into all content
areas. The skill of graphing was introduced when classmates polled
each other as to their favorite book by Ezra Jack Keats and by record-
ing graphically where their grandparents were bom. Activity cards
in the block area showed buildings from other countries which children
tried to duplicate in their own construction. The math area contained
not only local, natural objects such as pine cones and acorns for use
as counters, but also pieces of coral from Trinidad and sea shells
from Puerto Rico. Musical instruments were made from sea pods of a
large tree indigenous to the Carribean. The Touch and Feel box in
the sense center contained Chinese silk, a piece of African pottery,
various pastas, and some wood carvings from Puerto Rico. At story-
time, books were selected from several available multi-cultural bib-
liographies. Paintings and stories were done by the children based
upon the stories read to them.
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During the more structured time set aside daily for multi-cultural
activities, study prints, filmstrips and role-playing were frequently
used. Study prints were chosen either for their usefulness in provid-
ing focus for discussion of conflict or in depicting minority people
m professional roles or living in comfortable middle class settings.
Prints depicting males and females in non-stereotypic roles were also
utilized.
Slide shows of Trinidad and Puerto Rico filmed by the writer were
shown to both groups as well as one of Africa presented by a grand-
father of one of the subjects. Commercial filmstrips on Native
Americans, narrated by Buffy St. Marie, were also included in the cur-
riculum.
Role-playing developed out of problem situations in the classroom
such as the occasional exclusion of girls from the block area or boys
from housekeeping and, on one occasion, from remarks overheard in the
library where two girls were going through several books and labelling
every Black child as ugly. Less immediate situations also provided
content for role-playing. The story of Rosa Parks and Martin Luther
King, Jr. became such a favorite that children were seen to be acting
out the story long after the sessions devoted to the reading, discus-
sion and planned role-playing of the bus boycott.
Resource people were frequently invited to the classroom. These
visitors included: (a) a Japanese mother of one of the children in
the classroom who showed pictures of her native land and taught the
art of origami; (b) a Chinese mother from Taiwan who taught the children
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to make Chinese dumplings; (c) another Chinese mother who displayed pic-
tures and artifacts from Taiwan; (d) a female police officer; (e) a
Black high school principal; (f) a husband and wife team of chemists;
(g) a Black librarian; (h) a grandfather recently returned from Africa.
Many efforts were made to develop a cooperative relationship with the
Native American solidarity group on the university campus, but these
were not fruitful. The one exception to the non-stereotypic role of
resource people was a female nurse, a mother of one of the participants
who was concerned that most children have no awareness of what a hospi-
tal is like prior to an unexpected admission. She set up a very inter-
esting learning center and did a most thorough presentation. The goal
in providing this experience was certainly achieved; but her contribu-
tion had possible implications for interpretations of one item of post-
inventory data in terms of increased racial stereotyping of this occu-
pation in the post test.
In addition to full involvement in the multi—cultural curriculum,
Group II subjects received specific instruction in classification
skills which were applied to two types of content or materials. First,
instruction in exhaustive sorting, multiple set membership and horizon-
tal reclassification skills was provided through the use of math manip-
ulatives such as attribute blocks or People Pieces or environmental
materials. Secondly, the skills were applied to the multi-cultural
curriculum. Basically, the activities followed those outlined by
Sigel (1966c) in his publication, "A teaching strategy derived from
some Piagetian concepts," which was reviewed in Chapter II where
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intensive practice in multiple labelling was provided in efforts to in-
crease flexibility of perceptions regarding objects, events and people.
Sigel, in suggesting this approach, stated that,
If we think of a Negro only as Black, or of a Catholic only in
terms of their religion, or of the Chinese in terms of their pol-
itics, we are thinking in terms of only one attribute.
Stereotyped thinking exists when classifications are based on a
limited number of attributes. But when the child looks upon every
object, every event and every person as containing many attributes,
it suggests to him that no one member is fixed in any particular
class; but that it can be in any number of classes, depending on
the criterial attribute selected. Thus, if a child is looking
around the room for all things that are Black, he may include a
Negro, a bottle of ink and a shoe. If we now ask him to think
°f &11 things that have feet, he may now put the Negro, the
Caucasian, the chair, and the piano under one heading of objects
having feet. In this way, the child can learn about the relativ-
ity of class membership.
Descriptions of the different methodology applied to a multi-
cultural activity common to both groups may serve to clarify the dis-
tinctions between the treatment of the subgroups of the experimental
population. Several books by Ezra Jack Keats were read to both groups.
The follow-up activities, common to both groups, included talking
about the feelings of the characters, selecting characters they would
like to know, graphing their choices for their favorite book by Keats.
In addition. Group II subjects were asked to think about and to de-
scribe the city where Goggles took place. Subjects were then asked to
generate descriptors of their own neighborhoods. Items in the lists
common to both were circled and subjects chose items to illustrate.
These pictures were then placed in the appropriate section of the in-
tersecting sets built with large jump ropes on the classroom floor.
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I New York I I Amherst
Other Group II activities included: Reading Angelita by Wendy
Kesselman follow-up activities:
1. Brainstorming the reasons Angelita loved Puerto Rico and dis-
liked New York. (Here the purpose was the discouragement of etho-
centrism. "My country is better than any other.")
2. Showing slides of San Juan taken by the writer.
3. Making comparisons between San Juan and New York, and San Juan
and Angelita s rural village. (Differences within a group or a place
may be greater than those between two groups or places.)
4. Reading sentences in which subjects were asked to insert the
word all or some
,
e.g.,
people in Puerto Rico get their water from streams.
people in Puerto Rico live in the mountains.
people in Puerto Rico live on an island.
people in the United States live in cities.
5. Comparisons of homes in Puerto Rico and Amherst made within
context of what kind of home is best for what climates. (In order to
avoid value judgments relative to size, wealth, etc.)
6. Reading Kevin's Grandmother by Barbara Williams. Listing of
things the subjects’ grandmothers do. Listing who else might also be
involved in the same activity. Circling items in the list that all
grandmothers do.
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7. Building a set of girls and a set of children who like to play
baseball or sets of boys and children who like to do weaving.
8. Building sets of all the people who could be nurses. (Everyone
crowded into one set.)
9. Examining pictures of other types of classrooms. Listing ways
these schools were like ours and ways they were different.
10. Listing all the equipment in the classroom which children used
to help with addition (Colorfax, Cuisenaire rods, abacus, etc.). Build-
ing sets of children according to preferences. Sets were made of chil-
dren who liked Colorfax and Cuisenaire rods, and children who liked
Colorfax and the abacus.
11. Viewing Buffy St. Marie's filmstrip on Native Americans. (Her
narration was not used, but the content was paraphrased by the teacher.)
Intersecting sets were built of clothes worn by children at Mark's
Meadow and Native American children.
12. Listing ways this writer (who is White) was similar to her
Black student intern.
Activities designed to develop skills in hierarchical classifica-
tions were also utilized, although the inclusion concept was found to
be very difficult for many of the subjects. Some of the activities re-
lating to this skill were: Making a dish of another culture for
snack, for example sukiyaki. Graphing who loved and who hated suki-
yaki. Are there more children or more children who love sukiyaki?
This was represented schematically.
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Counting children who watched Roots and constructing similar diagrams.
Children did many exercises involving multiple labelling of them-
selves and of each other first on the basis of physical characteristics
and then on things they like to do." Again, multiple sets were built,
some requiring the use of intersections. A game called Likes and Dif-
ferences was often played. The names of two children were drawn who
would then go into the middle of the circle. Other children listed
ways the two children were alike and different.
A few of the children demonstrated the ability to coordinate more
than one variable, a skill prerequisite for dealing with social multi-
ple causation of historical events and similar social science concerns,
and were found to be conservers in the post-inventory. This skill,
however, was so newly acquired it probably was not sufficiently solid-
ified to be generalizable to concerns in the social science area.
At the conclusion of the experimental period in May of 1978, the
analyses of the data began. The central questions posed in Chapter I
were: (a) Was there evidence of stereotyping? (b) Did the multi-
cultural curriculum appear to reduce the amount of stereotyped think-
ing? (c) Did the addition of a logico-mathematical component designed
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to assist in the understanding of relativity of class membership appear
to have an advantage over the straight multi-cultural curriculum?
Chapter IV will be concerned with analysis of the data and discussion
its pertinence to these questions.
CHAPTER IV
RESULTS AND DISCUSSION
Documentation of Stereotypes Existing
at the Beginning of the Study
As indicated in Chapter I, the first of the three focusing ques-
tions of the study was "Have kindergarten-age children assimilated
societal stereotypes regarding sex and race?" To answer this question,
interpretation of the data involved the labelling of each response
made on the inventory as being stereotypic or non-stereotypic. The
kernel of truth in stereotypic beliefs made distinctions between logi-
cal generalizations and illogical over-generalizations somewhat diffi-
cult to determine, and the writer openly acknowledges the subjectivity
involved in assigning responses to these two categories. While support
for her decisions was found in the literature reviewed, she recognizes
that other researchers would, perhaps, use different bases and, there-
fore, make different assignments.
In the following documentation of stereotyping existing at the be-
ginning of the study, frequency counts include every response. There-
fore, if a subject made, for example, one male choice for doctor and
two female choices
,
these were recorded as one stereotyped and two non-
stereotyped responses. It is important that this procedure be clear at
this point because it differs from that used later when reporting
100
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stereotyping scores, in pre- and post-test comparisons, where an indi-
vidual was not considered to have a sex stereotyped view of a doctor
unless all three selections were male. It should be further noted
that reporting of pre-inventory data in this section relates to the
combined responses of Groups I and II.
Review of the data began with the occupational section of the in-
ventory and related first to possible sex stereotyping by the subjects.
The following responses were considered to be supportive of societal
stereotypes: male selections for doctor, baseball player, firefighter,
and trash collector; and female selections for nurse, maid, office
worker, teacher, and housekeeper. The reader is asked to recall that
the sexes were equally represented in the subjects and also in picture
collage of the inventory itself from which choices were made. Chance
selection for each occupational stereotype was 50% and sizeable devia-
tions from that 50% in the direction of the societal stereotype were
considered indicative of the possible assimilation of that stereotype.
Table 6 shows the percent of sex stereotyped responses to each occupa-
tion.
As shown in the table, frequency counts of pre-inventory data
indicated that those occupations stereotyped as being "male" by society
were also viewed in that same manner by the subjects in this research.
Ranked in order of the strength of that over-generalization, the table
shows firefighter first followed by baseball player, doctor, and fin-
ally trash collector. Affirmation of the female stereotype was docu-
mented for nurse, teacher, housekeeper and maid, but was found to be
unsupported by choices for office worker.
Sex
Stereotyping
of
Occupations
by
Combined
Groups
in
Pre-Inventory
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Subjects, in addition to making occupational selections in the pic-
ture collage, were each asked, "What do you want to be when you grow up?
to which they gave the following responses:
Table 7
Future Occupational Choices
(Combined Groups, Pre-Inventory)
By Female Subjects By Male Subjects
3 teacher (F) 3 policeman (M)
1 mommy (F) 1 doctor (M)
1 hairdresser (F) 1 skindiver (M)
1 nurse (F) 1 busdriver (M)
1 waitress (F) 1 ordinary man (M)
1 ballerina (F) 1 football player (M)
1 on TV (neutral) 1 space man (M)
1 movie star (neutral) 1 truckdriver, who makes
roads smooth (M)
2 doctor (M)
1 airplane pilot (M)
1 Santa Claus (M)
1 motorcycle jumper (M)
1 baseball player (M)
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While 80.8% of the vocational aspirations were sex stereotyped,
the list above shows that 100% of the male and 69.2% of the female sub-
jects made stereotypic choices. One might question "ordinary man" as
an occupational choice, but the subject would make no other. Little
sex difference in the amount of variety of occupations chosen was
shown with female subjects selecting ten, and male subjects choosing
11, different vocations.
White selections for the professional occupations—doctor, nurse
and teacher—were considered stereotypic as were non-White choices
for the two menial tasks maid and trash collector. Housekeeper was
not perceived by this writer as a racially stereotyped occupation, and
was included for purposes of assessing sex stereotyping as were the
"middle type" occupations—firefighter, baseball player and office
worker— for which the literature yielded no societal stereotyping rela-
tive to race. When a picture in the collage was selected, however,
subjects were obviously making both a sex and a racial choice. Fre-
quency counts, translated into percentages, therefore are recorded in
the following table for all occupational categories by race. Twenty
percent represents chance selection for any racial group.
As was expected. White children were perceived most frequently
as filling the three professional occupations upon attaining adulthood.
The fact that Whites were chosen most frequently as maids, however,
was surprising and contrary to the expected stereotype. The interviewer
frequently found it necessary, however, to define the term maid in the
testing situations. Lack of familiarity both with the term and with
Pre-Test
Occupational
Selections
by
Race
(Combined
Groups)
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persons employed in that capacity may have accounted for the unantici-
pated over-selection of Whites. Equally surprising was the over-selec-
tion of Native American and Spanish pictures for housekeepers and the
concomitant under-selection of Whites. This particular occupation was
selected by this researcher as an indicator of sex rather than race
stereotyping, and her expectation was that White choices would likely
exceed those of other categories because of the definition provided
(i.e., one who does household chores in one's own home) coupled with
the fact that 76.9% of the subjects in this study were White.
In order to examine the strength of a stereotype, or at least to
document the tendency to make selections on criteria other than chance,
it appeared useful to report occupations also in terms of percentages
of choices of the racial groups chosen most and least frequently.
The difference between those two groups was interpreted as reflecting
the strength of other-than-chance-selection
.
(See Table 9)
White choices exceeded chance selection for all groups except
housekeeper. Office worker, the only occupation which failed to sup-
port a societal sex stereotype, reflected the greatest difference be-
tween most and least frequently chosen racial groups. In addition to
reporting the racial data relative to specific occupations, it appeared
useful, and perhaps more realistic, to combine these categories on the
basis of prerequisite education and/or training, and to tabulate the
racial distribution of selections for those three broader categories:
(a) professional, (b) skilled and (c) unskilled. Table 10 provides
those percentages as well as the range within each larger category.
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Table 9
Pre-Inventory Comparison Retween Most and
Least Frequently Selected Racial Groups
(Combined Groups)
Occupation
Percentage of Total
Choices of Racial
Group Selected Most
Frequently
Percentage of Total
Choices of Racial
Group Selected Least
Frequently
Differ-
ence
Office
worker
32.1% N=25 (White) 7.7% N=6 (Black) 24.4%
Nurse 30.8% N=24 (White) 11.5% N=9 (Black) 19.3%
Trash
collector
26.9% N=21 (Asian) 8.9% N=7 (Native
American)
18 . 0%
Teacher 28.5% N=22 (White) 14.3% N-ll (Black) 14.2%
Baseball
player
27.3% N-21 (White) 14.3% N-ll (Spanish) 13.0%
Firefighter 25.6% N=20 (Black) 14.1% N=ll (Native
American)
11.5%
Maid 26.7% N=20 (White) 16.0% N=12 (Native
American)
10.7%
Housekeeper 26.0% N=20 (Native
American)
15.6% N=12 (White) 10.4%
Doctor 25.0% N=19 (White) 15.8% N=12 (Spanish) 9.2%
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Table 10
Pre-Inventory Occupational Choices by Race:
Professional, Skilled, Unskilled
(Combined Groups)
PROFESSIONAL SKILLED UNSKILLED
Doctor
Nurse
Teacher
Firefighter
Baseball Player
Office Worker
Housekeeper
Maid
Trash Collector
White 28.1% N=65 White 27.0% N=63 White 22.2% N-51
Native
American
20.3% N=47 Asian 20.1% N=47 Asian 21.3% N=49
Asian 19.0% N=44
Black 18.4% N-43 Black 20.0% N=46
Spanish 17.8% N=41
Spanish 18.0% N=42 Spanish 19.6% N=45
Black 14.8% N=34
Native
American 16.3% N=38
Native
American ^ N=39
Range 13.5% N-31 Range 10.7% N=25 Range 5.2% N-12
As can be seen, White choices exceeded those of all other racial
groups in each of the combined categories. The ranges, however, indi-
cate the greatest discrepancy between most and least favored in the
professional group with the narrowest range in the unskilled class.
On the basis of this information, it would appear that racial stereo-
typing of professional occupations has been assimilated to a greater
extent than that of less skilled groupings.
But what of the observed tendency to over-select Whites not only
in affirmation, but also in negation of societal stereotypes? This
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over-selection occurred in six of the nine specific, and in all three
combined, occupational categories. At least two possible interpreta-
tions emerged, the first being that the data supports a more generalized
societal stereotype, i.e., that Whites are more likely to be perceived
as workers, irrespective of occupation. (It will be noted later in the
chapter, in the section analyzing the data on traits, that Whites were
chosen four times as frequently as "hardest worker" than they were for
"laziest".) This interpretation suggested the totalling of the number
of times each race was selected for any occupation. The following table
lists these findings.
Table 11
Comparison of Totals of All Occupational Choices by Race
(Pre-Inventory, Combined Groups)
(Chance = 20%)
N
1 . White 25.8% 179
2. Asian 20.2% 140
3. Spanish 18.4% 128
4. Native American 17.9% 124
5. Black 17.7% 123
TOTAL 694
Non-responses = 8
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These percentages, based on 694 selections made out of a possible
702, indicated that Whites tended to be over-selected. Asians virtually
selected at chance level, and the other three racial categories somewhat
under-selected.
Ethnocentrism (the tendency to view one's own group as the pre-
ferred group) was also considered as a cause of over-selection of
Whites by a population, the majority of whom were White. The totalling
of choices made by non-Whites, however, also reflected an over-selec-
tion of Whites as can be seen in the following table.
Table 12
Total Racial Occupational Choices by Non-White Subjects
(Pre-Inventory Combined Groups)
Percent Number
White 24.8% 40
Asian 20.4% 33
Native American 19.3% 31
Black 18.6% 30
Spanish 16.7% 27
Note: Non-White Subjects = 6; Non-Responses = 1
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While the distribution above appears similar to that found in the
selections made by White children, the data are somewhat misleading.
two of the six non—White (one Black and one Asian) participants
actually made White choices with the greatest frequency. The other
Black subject made Black selections most often followed by White selec-
tions. The other Asian subject selected his own race first, and dis-
tributed his other choices equally between the remaining four racial
groups. One of the Spanish sumamed subjects selected her own race
first, while the other chose it least. (The latter child's choices,
based on anecdotal records, probably did not reflect racial self-
rejection, but rather non-identification with her actual ethnic group.)
The apparent over-selection of Whites by non-Whites was not the result
of their being chosen most frequently (since this was true of only two
of the six subjects), but rather by being chosen second by several
non-White children.
Table 13 on the following page compares those racial groups chosen
most frequently and least frequently by both the total population and
by the non-White subjects only.
In contrast to White children over-selecting White pictures on
six of the nine categories, non-White children were found to make pre-
dominately non-White choices on six of these categories. Perhaps the
most interesting discrepancy between these groups regarding occupational
data is that the most prestigious profession included in the inventory,
that of doctor, for which the total population selected Black lea_s_t of
the five racial groups, was perceived by non-White children as most
likely to be Black.
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Table 13
Racial Groups Chosen With Greatest and Least Frequency
by Total Population and by Non—White Subjects
(Pre-Inventory Combined Groups)
Occupation
Chosen Most
by Total
Population
Chosen Least
by Total
Population
Chosen Most
by
Non-Whites
Chosen Least
by
Non-Whites
Doctor White Black Black Spanish
Nurse White Black White Black
Maid White Native American Black
Native American
Spanish
Baseball
player
White
Asian
Spanish Native American Spanish
Black
Firefigher Black Native American Asian Native American
Office
worker
White Black White Black
Trash
collector
Asian Native American Asian Native American
Teacher White Black White Spanish
Housekeeper
Native
American White Native American
White
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Two final occupations on the inventory related, not to specific
jobs, but rather to occupational roles. These two items were the only
ones involving dichotomous choices; and while they definitely elicited
stereotyped responses, these must be viewed cautiously, as the Lerner
and Schroeder (1975) study suggests, because of the tendency of forced
choice items to magnify attitudes. When shown a picture of two adults,
one a Black and the other a White male, subjects were asked "If these
two people work together, and one is the boss, which one do you think
it would be?" No opportunity was provided to select other racial
groups. The next picture was that of two White adults, a man and a
woman. The question was repeated. While this item yielded both ra-
cial and sexual stereotypes, the following responses indicate the for-
mer to be the stronger of the two.
Table 14
Selection for "Boss"—by Race and Sex
(Pre-Inventory, Combined Groups)
N
White 80.8% 21
Black 19.2% 5
Male 65.4% 17
Female 34.6% 9
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From the foregoing data obtained on the pre- inventory
,
it appears
that sex stereotyping of eight out of the nine occupations assessed
(office worker being the one exception) has been assimilated by the
subjects and a pro-White bias appears to exist as indicated by the
over-selection of pictures of White children in response to questions
of possible occupational choices upon reaching adulthood. Somewhat
less stereotypic behavior was exhibited by the non-White subjects in
making these selections.
The second section of the inventory attempted to assess stereo-
types of personality traits and socioeconomic level. Cross checking
of data was accomplished by arranging the traits in dyads to reduce
the possibility of false documentation of stereotypes. Children were
asked to select the hardest worker and the laziest, the strongest and
the weakest, the smartest and the least smart, the fastest and the
slowest runners, the most and least helpful, and the most willing and
the least willing to share, the richest and the poorest. It was ex-
pected there would be some correlation between those chosen least often
on a trait such as hardest worker and most often on laziest, the com-
plementary trait. The fact that this complementary selection/non-
selection failed to occur with any consistency (see Tables 15 and 16
following) suggests that criteria other than sex or race provided the
basis for choice. The graphs report these traits as male and female
stereotyped, and again the element of subjectivity in this assignment
is acknowledged.
Male
Stereotyped
Traits
(Pre-Inventory,
Combined
Groups)
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As indicated in the graph, male and female selections relative to
positive sexual traits appeared to reflect generalized societal views
with the exception of hardest worker for which female children were
chosen with greater frequency. When the positive and the corresponding
negative trait choices were compared, however, some curious results
were obtained. Males were perceived as being both the strongest and
weakest, the fastest runners and the slowest runners, females as shar-
ing the most and least. A reversal of the stereotypic assignment oc-
curred with females selected more frequently as "hardest worker" and
males over-selected for "laxiest". Dyads found to reflect societal
stereotypes were smartest male/least smart, female; helps most/female,
helps least/male. Data on traits relating to socioeconomic status were
not reviewed relative to sex stereotyping because the question which
the subjects were asked did not relate to amount of wealth upon reach-
ing adulthood, but rather was phrased to elicit responses which might
have racial implications, "Which child's family is the richest?"
"Which child's family is the poorest?" In general, little evidence
of sex-trait stereotyping was found and the conflicting information re-
flected in the choices suggests the selection of the basis of other
criteria.
Examining trait responses in terms of racial assignments indicated
somewhat less ambiguity than was found in the report of choices by sex
as can be seen in Tables 17 and 18. White responses to positive and
non-White choices to negative traits were viewed as reflecting societal
stereotypes
.
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Table 17
Positive Traits—by Race
(Pre-Inventory, Combined Groups)
White
N
Black
N
Asian
N
Native
American
N
Spanish
N
Hardest
worker
30.8% 8 11.5% 3 15 . 4% 4 7.7% 2 34.6% 9
Strongest 38.5% 10 23.1% 6 7.7% 2 15.4% 4 15.4% 4
Smartest 26.9% 7 23.1% 6 7.7% 2 23.1% 6 19.2% 5
Richest 50.0% 13 7.7% 2 23.1% 6 7.7% 2 11.5% 3
Fastest
runner
23.1% 6 42.3% 11 11.5% 3 15.4% 4 7.7% 2
Helps
most
30
. 8% 8 15 . 4% 4 30.8% 8 19.2% 5 3.8% 1
Shares
most
30.8% 8 15 . 4% 4 26.9% 7 3.8% 1 23.1% 6
TOTALS 60 36 32 24 30
Note: 20% = chance selection
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Table 18
Negative Traits—by Race
(Pre-Inventory, Combined Groups)
White Black Asian
Native
American Spanish
N N N N N
Laziest 7.7% 2 30.8% 8 11.5% 3 26.9% 7 23.1% 6
Weakest 11.5% 3 23.1% 6 11.5% 3 26.9% 7 26.9% 7
Least
smart
34.6% 9 23.1% 6 15.4% 4 11.5% 3 15.4% 4
Poorest 23.1% 6 23.1% 6 19.2% 5 7.7% 2 26.9% 7
Slowest
runner
26.9% 7 19.2% 5 38.5% 10 7.7% 2 7.7% 2
Helps
least 23.1% 6 23.1% 6 7.7% 2 23.1% 6 23.1% 6
Shares
least 15.4% 4 30 . 8% 4 26.9% 7 3.8% 1 23.1%
6
TOTALS 37 41 34 28 38
Note: 20% = chance selection
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Whites were selected most frequently for all positive traits ex-
cept for hardest worker where Spanish exceeded White choices by one,
for fastest runner where Blacks exceeded Whites by five, and "helps
most" where the number of White and Asian choices was identical. Prob-
ably the most dramatic stereotyping of positive traits (and one might
argue the assignment of this trait to the positive category) was found
in the "richest" category where the range was from a 50% selection of
White children to a 7.7% selection of both Black and Native American.
Whites were selected 30.8% of the time as hardest worker and only 7.7%
as laziest. Table 19 combines the traits into positive and negative
groupings and shows percentage choices by race.
The greatest discrepancy between positive and negative traits was
noted in the number of White responses which constituted 32.7% of the
positive and only 20.3% of the negative choices (virtually a chance se-
lection) . Blacks were chosen with the greatest frequency for negative
traits, but this over-selection actually reflected an unfavorable view
of Black females only. While on occupational items, subjects made
three selections for each category; in the trait section, the direction
was to select the hardest worker/ the laziest, i.e., one choice per cat-
egory. Given 26 subjects, chance selection of the ten race/sex combin-
ations (White male, White female. Black male, Black female, etc.) was
2.6 choices on each item. With seven positive and seven negative
traits, the chance selection of any given race/sex combination in these
consolidated categories was 18.2%. Black females, however, were chosen
only six times for positive and 27 times for negative traits. These
figures clearly reflect the double societal burden of being both female
and Black.
Racial
Stereotyping
of
Combined
Traits
(Pre-Inventory,
Combined
Groups)
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The third section of the inventory related to type of residence.
The summary of the data revealed some awareness of a perceived rela-
tionship between race and type of housing, as shown by the selections
of pictured children who might live in a suburban ranch house and those
who might live in an urban apartment.
Table 20
Residential Expectations Based on Race
(Pre-Inventory, Combined Groups)
Type of Dwelling Percentage of White Choice
Suburban 35.6% N=26
(Non-responses = 5)
Urban apartment 18.9% N-14
(Non-responses = 4)
Subjects were almost twice as likely to select White children as pos-
sibly residing in the ranch house as the apartment dwelling.
The fourth section of the inventory focused on personal prefer-
ences of children to work with in school, to play with on the play-
ground and to invite home. Virtually no sex preference was indicated
by the selections made, but racial preference displayed was indicative
of a pro-White bias as Table 21 shows.
The percentage of Whites selected by all subjects to invite home
exceeded those selected for school activities. The same tendency is
Comparison
of
Racial
Preferences
of
Total
Population,
White
Subjects
Only
and
Non-White
Subjects
Only
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Table 21 (Continued)
12 3~Z 5 6 7 8 ^ it) Tl 1*2 13 14 15 16 17
Whites Chosen by Whites Only
( 20 White Subjects )
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(N = 11) 55.0%
(N = 9) 45.0%
(N = 6) 30.0%
(N = 4) 20.0%
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(6 Non-White Subjects)
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V
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I
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noted when only the responses of White participants are considered.
These results tend to be suggestive of Bogardus' findings. Although
White children were selected more frequently than other racial groups
in the least favorite categories, also, it is interesting to note that
the least favoritism' lessened as the intimacy of the social situa-
tion increased. This tendency was particularly evident in the White
selections made by WTiite subjects only.
Obviously, with only six non-White participants, no conclusions
can be drawn from the third section of the figure. One can merely
state that Whites were chosen more frequently by non-Whites in the
least favorite than in the favorite categories, while for the White
population the opposite was true.
In the next inventory item, subjects were shown male/female pairs
of dolls representing Black, White, Asian, and Spanish. No Native
American choice was presented because of the tendency to dress these
dolls in stereotypic costumes. Subjects were asked to pretend they
were in a toy store and could purchase one pair of dolls. They were
asked to state their favorite and least favorite pair to buy and bring
home. Favorite choices were Asian, Spanish, White, and Black in that
order; and the ordering of least favorites was White, Spanish, Asian,
and Black. Doll choices clearly failed to reflect those made on other
preference items.
Up to this point in the summary of data, with the exception of
the item in which subjects were asked to state their personal occupa-
tional preferences, responses have been made by selection of the picture
126
of a male or female child from each of the five racial categories or,
as in the case of the boss or "doll" items, from a more limited pic-
torial grouping. The remainder of the inventory provided for more
open-ended responses and pictures were not utilized. No further "props"
were utilized until the final classification section where the tasks
required the use of attribute blocks. Favorite toy responses, reflect-
ing a 76.9% of sex stereotyped responses by males and 61.5% by females,
are contained in the following list.
Table 22
Toy Preferences
(Pre-Inventory, Combined Groups)
Choices by Males Choices by Females
1 Batmobile (M)
4 Cars (M)
1 Blocks (M)
7 Dolls (F)— (including 3 "dolls"):
1 Barbie Doll
1 Baby Ann Doll
1 Baby Tenderlove
1 Choo-choo train (M) 1 Hairdresser toy (F)
1 Steve, the bionic doll (M) ± Tigger (Neutral)
1 Football (M) 1 Sit and Spin (Neutral)
1 Toy helicopter (M) 1 Christmas ornament (Neutral)
1 Slide (Neutral) 1 Mickey Mouse roller coaster
(Neutral)
1 Bouncing ball (Neutral)
1 Car (M)
1 Doll (F)
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While females displayed a somewhat lesser tendency than males to
make sex stereotyped selections, those that they did make reflected a
narrower range of options. Seven out of the eight female stereotyped
responses were dolls. On the other hand, males selected ten different
"boy toys."
The next section of the pre-inventory was concerned with identifi-
cation of beliefs which the subjects had regarding Native Americans.
In the section utilizing the picture collage, it was expected that the
illustrations of Native American children would not be identified by
the subjects as belonging to a specific race, but rather as "someone
other than White." In this section, the subjects were given the oppor-
tunity to make free responses to questions designed to elicit "facts"
they had internalized about Native Americans. This section utilized
the questions from the Faison-Whisler study (1976) of young children's
views of Native Americans. In the pre-inventory, the term "Native
American" was unfamiliar to all but one subject, and the term "Indian
was substituted in the questions. Basically, the TV stereotype was
reflected in responses such as "bad", "living in tepees," "wearing
feathers," and "shooting arrows." A complete listing of pre- and post-
test responses to these questions is included in Appendix IV.
The subjects were basically lacking in information about people
from Africa, Mexico, Puerto Rico, Japan, and China, and stereotyped
responses were minimal. Non-stereotyped responses frequently were
statements regarding speaking a different language, living in a differ-
dif ferent school. Similarities betweenent country, going to a
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themselves and Native Americans, Africans, Mexicans, Puerto Ricans, and
Asians were not mentioned.
In the sociometric portion of the pre-inventory, subjects were
asked to name the three children in the classroom whom they liked best.
They were then specifically asked to state ways they were different
from, and similar, to the friends they mentioned. Only seven of the
subjects were able to state similarities. These likenesses usually
were in terms of clothing, hair or eye color.
Discussion of results obtained in the classification section will
be deferred until a later section of this chapter when pre- and post-
inventory results are compared, and correlations between classification
skills and other variables are presented. Summarizing the foregoing
data, it was found that subjects had already assimilated a number of
societal stereotypes. These included:
1. Sex stereotyping of occupations.
2. A pro-White bias supported by the tendency to over-select
White responses in all categories.
3. A racial stereotyping of jobs indicated both by the greater
frequency of White choices and by the larger range between the most
favored and least favored racial groups in the professional as compared
to the skilled and unskilled categories.
4. Racial stereotyping of traits with Whites viewed most posi-
tively.
5. A relationship between race and type of residence with more
White choices being made for the suburban ranch than the urban apart
ment
.
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6. A preference for associating with one's own race, a tendency
which was particularly evident in White subjects' responses.
7. Racial and sex stereotyping of a "boss".
8. Sex stereotyping of favorite toys.
9. Sex stereotyping of one's own occupational aspirations.
10.
Stereotyping of Native Americans.
Comparison of Pre- and Post-Inventory Data
by Means of Stereotyping Scores
When comparisons of responses made by subjects in the two testing
situations were begun, it became increasingly evident that rather than
simply reporting results for Groups I and II, (the classification group)
a method needed to be devised for computing individual scores. This
procedure enabled the researcher to look at the profile, in terms of a
number of variables, of individuals who showed a marked decrease
in
stereotyping, or conversely, who demonstrated an increase.
The introduction of further subjectivity in the process of devel-
oping a scoring method is acknowledged, including the
problem of equal
weighing of items, which obviously do not reflect an equal
amount of
stereotyping. Despite these inherent weaknesses,
individual scores
were seen as facilitating comparisons between the
two groups and be-
tween individuals within those groups. In
developing a scoring tech-
nique, every effort was made to include only
clearly stereotypic re-
sponses and to cull any that were ambiguous.
For example, a sex
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stereotype of doctor was recorded as such only if all three responses
to that item were male. Sex stereotyping scores were obtained in the
following manner: (One point was given for each item.)
Occupation
3 male choices for:
Doctor
Baseball player
Firefighter
Trash collecto
Possible Points
4 points
3 female choices for:
Nurse
Maid
Office worker
Teacher
Housekeeper
A male choice for "boss"
A sex stereotyped response
to the question of one's
own occupational preference
5 points
1 point
1 point
Possible Occupational Score 11 points
Traits
:
Male choice for "hardest worker" coupled
with female choice for "laziest"
Male choice for "strongest" coupled with
female choice for "weakest"
Male choice for "smartest" coupled with
female choice for "least smart"
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Male choice for "fastest runner" coupled
with female choice for "slowest runner"
Female choice for "shares most" coupled
with male choice for "shares least"
Female choice for "helps most" coupled
with male choice for "helps least"
Possible Trait Score
Sex stereotyped choice of toy - possible score
Total possible sex stereotyped scores
Race stereotyped scores were obtained in the following
Occupations
3 White choices for:
Doctor'
Nurse
Teacherv
3 Non-White choices for:
Trash collector''
Maid
(Note: only professional and unskilled occupa-
tions were included. The literature was devoid
of racial information relative to "middle"
types of occupations such as firefighters, base-
ball player and office worker.)
White selection for "boss"
Possible Occupational Score
Traits
:
White selection for "hardest worker" coupled
with a non-White selection for "laziest
White selection for "richest" coupled with a
non-White selection for "poorest"
6 points
1 point
18 points
manner
:
Possible Points
3 points
2 points
1 point
6 points
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Possible Points
White selection for "smartest" coupled
with a non-White selection for "least
smart"
White selection for "shares most" coupled
with a non-White selection for "shares
least"
White selection for "helps most" coupled
with a non-white selection for "helps
least"
Possible Trait Score 5 points
Residence
:
3 White selections for the suburban ranch
3 non-White selections for the urban apartment
Possible Residence Score 2 points
Preferences
:
White selection for "favorite to work with
in school" coupled with a non-White selec-
tion for "least favorite"
White selection for "favorite to play with
on the playground" coupled with a non-White
selection for "least favorite"
White selection for "favorite to invite home"
coupled with non-White selection for "least
favorite"
White selection of "favorite doll" coupled
with non-White selection of "least favorite"
Possible Preference Score 4 points
Stated Stereotypes of Various Racial Groups:
Each stereotyped statement recorded for Native
American, or about people from Africa, Mexico,
Puerto Rico, Japan and China (to a maximum of
six) was given 1 point.
Possible Stated Stereotype Score
Total Possible Race Stereotype Score
6 points
23 points
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A composite stereotype score was then computed for each subject by
totalling the sex and race stereotyped scores. When individual stereo-
typed scores were totalled and used for group comparisons less ambigu-
ous results, than those obtained in Section I emerged. The greater
clarity of information resulted primarily from disregarding those re-
sponses which yielded conflicting data and recording only those which
entirely supported the stereotype. In the earlier section, for example,
the responses of an individual who made two male and one female selec-
tions for the occupation of doctor would have been recorded as two
stereotyped responses. In utilizing the individual stereotype score,
that same response was viewed as non-stereotypic and was not recorded.
The numbers in the grids which are found throughout this section
are absolute frequency counts of responses determined to be stereotypic
using the method reported above. Changes between the two testing situ-
ations are reported as percentages. It will be recalled that Group I
was involved with the multi-cultural curriculum only, while Group II
received instruction in classification skills also.
Sex Stereotyping of Occupations:
Group I Group II
Pre 42 64
Post 31 45
% of Change 26.2% 29.7%
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Sex Stereotyping of One's Own Occupational Choice:
Group I Group II
Pre 9 12
Post 9 11
% of Change 0% 8.3%
Sex Stereotyping of "Boss":
Group I Group II
Pre 7 10
Post 3 4
% of Change 57.2% 60%
The following grid combines the above three which all related to occu-
pation.
Sex Stereotyping of Combined Occupational Items:
Group I Group II
Pre 58 86
Post 43 60
% of Change 25.9% 30.2%
Sex Stereotyping of Traits:
Group I Group II
Pre 15
27
Post 20
22
% of Change increased
by 33%
18.5%
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Sex Stereotyping of Favorite Toy:
Pre
Post
% of Change
Group I
6
5
16.7%
Group II
12
7
41.6%
It is interesting to note that while greater flexibility was ap-
parent in the post-test relative to male/female occupational assign-
ments when the picture collage provided the stimuli, the reality of
one’s own vocational choice failed to reflect that increased flexibil-
ity. The above grids show a decrease in sex stereotyping between the
two testings with the exception of Group I's trait and occupational
preference sections. While the changes in each category appear modest,
the composite grid, which follows, reflects percentage changes with
the greater reduction of sex stereotyping being in Group II, the group
which received direct instruction in classification skills.
Composite Sex Stereotyped Score:
Group I Group II
Pre 79 125
Post 68 89
% of Change 13.9% 28.8%
the same method of summarizing data, comparisons of rac
stereotypes were made. (Again, numbers reflect absolute frequency
of stereotyped responses.)
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Race Stereotyping of Occupations:
Group I Group II
Pre 11 10
Post 8 7
% of Change 27.3% 30%
Race Stereotyping of "Boss":
Group I Group II
Pre 10 11
Post 8 4
% of Change 20% 36 . 4%
Composite Race Stereotyping of Occupational Items (the two items above)
Group I Group II
Pre 21 21
Post 16 14
% of Change 23.8% 33.3%
Race Stereotyping of Traits :
Group I Group II
Pre 14 23
Post 18 22
% of Change 28.6%
increase
4.3%
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Racial Preference:
Group I Group II
Pre 11 17
Post 10 17
% of Change 9.1% 0%
Racial Stereotyping of Residence:
Group I Group II
Pre 6 10
Post 4 5
% of Change 33.3% 50%
Stated Stereotypes of Racial Groups (responses to open-ended questions) :
Group I Group II
Pre 41 52
Post 6 11
% of Change 85 . 4% 78.8%
In the above grids, a reduction in stereotyping was noted in
all but Group I's trait responses and in the lack of change
demonstrated
by Group II in the trait and preference sections. Group
II showed the
greater reduction in stereotyped responses for occupations and
resi-
dence with Group I's percentage change being greater m terms
of
racial preferences and the number of stated stereotypes
of the vario
racial groups. A composite comparison of all items
relative to racial
stereotyping in the inventory follows:
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Group I Group II
Pre 93 123
Post 54 69
% of Change 41.9% 43.9%
While the percentage change in total sex stereotyping scores for
Groups I and II—13.9% and 28.8% respectively—tended to support the
additional effectiveness a multi-cultural curriculum with a logico-
mathematical component, the racial changes are perhaps more dramatic,
but with virtually no advantage to either approach demonstrated. The
final grid of this section combined race and sex stereotyped responses
for purposes of a comparison of total stereotyped scores.
Comparison of Total Stereotype Scores:
Group I Group II
Pre 172 248
Post 122 158
% of Change 29.1% 36.3%
This comparison of total scores revealed a fairly substantial
reduction in the stereotyped responses made by subjects during the
experimental period with Group II* s responses reflecting the larger
reduction
.
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Reporting of Classification Skills
It will be recalled that researchers such as Allport (1950), Tajfel
(in Watson, ed.
, 1973), Bruner (1967), and Sigel (1966) reported that
in the process of learning to categorize, young children tend to make
rigid, absolute assignments. Since the multi-cultural curriculum
stressed flexibility of roles, personal traits and preferences, it was
the expectation of this writer that in both groups, there would be a
decrease in stereotyping coupled with an increase in classification
skills. It was also expected that Group II, as a result of direct in-
tervention in the development of these skills, would show a greater
ability to deal with flexible categorization skills such as multiple
set membership and horizontal reclassification. Exhaustive sorting,
which involves absolute rather than relative set membership, was not
expected to be significantly different for the two groups. Each of
these expectations was realized in the study as Table 22 will show.
Comparisons with the Kofsky Study (in Sigel & Hooper, 1968) are in-
cluded because of a change in expected sequence of these classifica-
tion skills found in the present study.
On exhaustive sorting tasks, the performance of both groups was
virtually identical. Group I showed no growth in multiple set member-
ship skill during the experimental interval compared with a 20% increase
for Group II and a lower level of success in horizontal reclassification
despite considerable growth between the pre- and post-tests.
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Table 23
Comparison of Classification Tasks
on Kofsky and McKay Studies
KOFSKY
STUDY
McKAY
Group I
Pre N Post N
STUDY
Group II
Pre N Post N
Exhaustive
sorting
75% 90.9% 10 100% 11 93.3% 14 100% 15
Multiple
class 35% 36.4% 4 36.4% 4 40.0% 6 60.0% 9
membership
Horizontal
reclassi- 25% 9.1% 1 54.5% 6 26.6% 4 73.3% 11
fication
In Chapter II, the invariance of many of Piaget's sequences in
conservation was challenged by researchers involved in testing his
theories cross-culturally . Kofsky* s study, while questioning portions
of his sequence of classification skills, was supportive of Piaget in
reference to the three skills discussed here. It is interesting to
note that while the pre-test scores reflected the Piagetian sequence,
both groups in the post-test displayed higher percentages of success
for horizontal reclassification than for multiple set membership tasks
a modest challenge to the hypotheses of invariance.providing, perhaps.
141
The ability to classify objects was scored by awarding subjects
one point for successful completion of each of the following tasks in
the inventory:
1. Stating a way two blocks were alike.
2. Stating a way the same two blocks were different.
3. Sorting a set of blocks one way (exhaustive sorting)
.
4. Sorting the same blocks another way (horizontal reclassifica-
tion) .
5. Sorting a set of blocks by attributes which required use of
an intersection (multiple set membership).
Using this scoring method, the following group comparison was made:
Comparison of Object Classification Abilities:
Group I Group II
Pre 32 45
Post 43 65
% of Change 34.4% 44.4%
These results suggest a slight advantage for direct intervention
in the development of classification skills. In terms of multi-cultur-
al curriculum and specifically the reduction of stereotyping, the
application of classification skills to people rather than objects was
the next step. It will be recalled that each subject, in the socio-
metric section of the inventory, was asked to state ways that
the
friends she selected were both similar to, and different
from, the sub-
ject herself. Success in this task is summarized in the following
table.
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Table 24
Coordinating Likes and Differences in Friends
For 1 friend
For 2 friends
For 3 friends
—Group I
—
Pre Post
0 0
4 3
1 6
—Group II
—
Pre Post
1 0
1 2
5 11
In each group, there were only two subjects unable to deal at all
with this type of coordination. In the post-test, 54.5% and 73.3% of
Groups I and II respectively were able to make statements of similari-
ties and differences between each of the three friends selected and
themselves
.
Conservation, measured in the post-inventory only, was not in-
cluded in the classification curriculum. Sigel (1966) had suggested,
however, that training in skills prerequisite to, rather than in, the
conservation tasks themselves served to promote conservation in young
children. While the failure to include this item in the pre-inventory
precludes comparison of the two testing situations, and hence testing
of the Sigel hypothesis, post-test comparison in terms of the number
of
subjects able to conserve is favorable to Group II.
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Percent of Subjects Conserving:
Group I: 36.7% (N=4)
Group II: 53.3% (N=8)
For the purpose of correlating other variables with classification
skills, the five point scoring of classification tasks previously de-
fined was expanded to include one point for each of the three socio-
metric choices for which the subject was able to coordinate similari-
ties and differences, and on the post-inventory, one point for the
ability to conserve. Thus, on the pre-test, a subject could receive
a maximum classification score of eight points and on the post-test,
nine points. On the following grid, absolute frequencies are recorded
and then, in parenthesis, the percent of the possible score which these
frequencies represent.
Comparison of Classification Scores:
Group I Group II
Pre 43 (48.9%) 64 (53.3%)
p ost 71 (71.7%) HO (81.5%)
Group II displayed a higher level of classification skills and
also somewhat greater growth during the experimental period.
Unlike
the comparisons for other data, however, a number of
subjects received
the maximum score. Only the inclusion of more difficult
classifica-
tion tasks could accurately measure the classificatory
ability of
those eight subjects (two in Group I and six in Group II) who
obtained
a score of nine.
Correlations of Classification Scores
With Other Variables
Because the limited number of subjects precluded any statistical
analysis of data, correlations of variables could not be computed; but
the following discussion employed scatter-plots to represent visually
the probable existence of certain correlations. Case numbers were
used to record positions of each subject on the grids in order to fa-
cilitate discussion of individual subjects' performances, particularly
those who deviate markedly from the "scatter" displayed by the majority
of the subjects. (Omission of the case numbers S12 and S21 may be
noted when studying the scatter-plots. These two subjects moved to
another town shortly after the administration of the pre-inventory
and their responses were not tabulated in any portion of the data
summary.
)
The performance of Group II, the group involved in the logico-
mathematical component of the study, has been reported as showing both
somewhat greater competency in classification and also a greater de-
crease in stereotyping during the experimental interval. The follow-
ing scatter-plots in Figures 2 and 3 provide a visual representation
of the relationship between these two variables with classification
scores plotted on the vertical and the decrease in stereotyping
scores
between the two testing situations on the horizontal axis.
For exampl
SI is seen as having attained the maximum classification
score of nine
on the post-test and a five point decrease in his
stereotyping score
between the pre- and post-inventories.
Scatter-Plot
Showing
Relationship
Between
Classification
Scores
and
The
Decrease
in
Stereotyping
Between
tests
by
Group
I
Subjects
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A somewhat linear relationship appears to exist between the two
variables and a negative correlation is apparent between the higher
classification skills and an increase in stereotyping score, i.e., the
hypothesis underlying the study appears to be supported by the apparent
relationship between a decrease in stereotyping behavior and higher
classification scores.
In Group I, one subject's (S2) scores on the two variables appear
to be completely incompatible with the linear trend of the other scores.
It will be noted also that two subjects in this group showed an in-
crease in stereotyping responses at the end of the experimental period.
These two subjects (S2 and S6) will be discussed further in light of
other variables.
In Group II, three subjects are located at points relatively dis-
tant from the regression line. One of these (S19) , showing the great-
est increase in flexibility, displayed only average classification
skill. It would be interesting to determine whether, at a later date,
further competency in classification might be accompanied by an even
greater reduction in stereotyping. Correlation of the two variables
in the other two subjects does not follow the linear trend shown by
the group. One of these (S24) , with the maximum classification score,
showed a decline (albeit negligible in flexibility); the other (S17),
with an average classification score, showed no change in the amount
of stereotyping.
The position of S24 on the scatter-plot suggested plotting
of
and absolute stereotyping post-test scores ratherclassification scores
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than the difference between pre- and post-scores which was utilized on
the previous scatter—plots. S24*s stereotyping score was quite low,
even on the pre-test, making his potential for change considerably less
than that for most of the subjects. The following scatter-plots show,
in Figures 4 and 5, the correlation then between stereotype scores
rather than change in score and classification. A negative correlation
was anticipated, i.e., the higher the classification ability, the lower
the stereotyping score.
It appears that for most subjects, lower stereotyping scores in
the post-test correlated with higher classification scores. While the
above method modified the tendency to scatter for those whose growth
potential was slight due to initially low stereotyping scores, as in
the case of S24, nevertheless the change in stereotype scores was prob-
ably the more useful variable to examine.
Classification scores were then placed on a scatter-plot with IQ
scores obtained on the Peabody Picture Vocabulary. A positive rela-
tionship appears to exist as can be seen in Figure 6, following. While
the relationship between IQ and classificatory skill is apparent, a
tendency towards a "lifting" of classification scores relative to IQ
is evident in Group II, particularly in the "average" IQ range of 91-
110. While the median IQ range for both groups was 111-120, the median
classification scores were six and eight for Groups I and II respective-
ly in the post-test.
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Discussion of Individuals Showing Greatest Decrease
and Those Showing Increase in Stereotyping Scores
It would appear useful at this point to examine more thoroughly
both the subjects who displayed the greatest decrease in stereotyping
during the experimental period and those whose stereotyping actually
increased, as well as the one subject whose score not only reflected
no change but was also the highest stereotyped score obtained on the
post-test. Was there any identifiable criteria which distinguished
high from low stereotypers?
Tables 24 and 25, following, summarize data for each of these
groups of subjects. Items included for comparison purposes are change
in stereotype scores, post-test stereotype and classification scores
—
age, IQ, sex, and experimental group.
The 12-month age range of those subjects demonstrating the great-
est decrease in stereotyping scores virtually reflects the range within
the entire experimental population which was 13 months. Six of the
nine subjects were in Group II; six were male, and IQ’s—as measured
by the Peabody Picture Vocabulary—ranged from 102 to 134. None of
the six subjects with measured IQ's below 100 appeared in this group,
however. The three subjects who demonstrated either an increase in
stereotyping or whose score reflected no change are listed in Table -5
along with the same information which was provided in Table 24 for
those subjects who showed the greatest decrease in stereotyping during
the experimental period.
Characteristics
of
Subjects
Showing
Greatest
Decrease
in
Stereotyping
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It is interesting to note that the three subjects (S2, S6 and S7)
listed in Table 26 not only failed to exhibit a decrease in their ster-
eotyping scores, but also received higher absolute scores indicative of
greater stereotyping than that of any subject who showed a substantial
decrease in stereotypic responses. No conclusions can be drawn, how-
ever, from comparisons of age, IQ or sex of the subjects listed on
these two tables. (It is to be noted that S24 was not included in the
above comparison because, as was pointed out in discussion of the
scatter-plots, he had a very low stereotyping score on the pre-test
which increased by only one point on the post-test.)
Since a positive relationship between IQ and classification ability
has been suggested by the scatter-plot of these two variables, the low
scores achieved by S6 on both of these items appeared compatible with
the findings. In this case, however, because of the subject’s bilin-
gualism and anecdotal records suggestive of far greater ability, the
measured IQ score obtained was highly questionable. Her low post-test
classification score reflected a decline, the only decline noted in
any subject during the experimental period suggestive of some phenomena
interfering with the natural development of these skills.
It will be recalled that in the description of the experimental
population found in Chapter III, it was mentioned that two subjects
were involved in a very different multi-cultural curriculum during the
mornings, when they attended a Third World kindergarten in which, ac-
cording to the director, no White teacher could be considered
for em-
ployment; and in which only Third World cultures were studied.
These
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subjects were S6 and S2, the two subjects whose stereotyping increased
during the experimental period. It may be hypothesized that their
increased rigidity is a reflection of the perspective of that curricu-
lum. At any rate, the two curricula, with such diverse goals, must
have presented problems of assimilation for both subjects.
Pre- and post-inventories of S6 also reflect confusion of identity
relative to race. S6 was a dark-skinned, Spanish surnamed female who
lived biculturally . Only Spanish was spoken in the home. In the
sociometric portion of the pre- inventory
,
her selection for best
friends were three boys— two Black and one White. In discussing likes
and differences between herself and these boys, some interesting per-
ceptions were revealed. One of her Black friends had skin lighter
-
and one darker than that of S6. She found the lighter Black child
and herself to be alike, however, because "both have the same hair"
and different because "he's darker" ! She perceived the White boy to be
similar because "our skin is the same color" and different because we
"don't have the same hair."
In the post-test, S6 was no longer able to list ways that she
and her friends were similar possibly because of increased uncertainty
as to her racial identity. At any rate, in the post-test, she again
selected the lighter of the two Black male choices made on the pre-test,
and stated that he and she were "different colors"; but in reference to
a White female she selected, she also said that her friend, and she did
"not have the same color of skin," in contrast to her perception of
self as White on the pre-test. In comparing herself to her third
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choice, a \Jhite male, S6 said simply, "We're not from the same country. 1
S2 was a Black female. In addition to participating in the two incom-
patible curricula, she was absent from Amherst for approximately a
month during the time of the experiment. During this month, she lived
in a Black Carribean culture where she had spent time previously. This
particular month was one of family bereavement, a time of extreme emo-
tional strain not only for S2, but for all with whom she had close con-
tact during that time. In all probability, the effect of the two cur-
ricula was insignificant compared to impact of other experiences oc-
curring at this time.
Except for the exposure of these two subjects to conflicting cur-
ricula, no major difference between high and low stereotyping subjects
was noted when IQ, age and sex were considered. Up to this point, the
Goodenough Draw-a-Person Test, which was administered in both the pre-
and post-inventories, has not been discussed; but its major relevance
to this study appears to be in comparing these two subgroups of sub-
jects— the high and low stereotypes— for differences in self-concept.
Using the criteria described by Koppitz (1968) , this writer anal-
yzed the human figure drawings in terms of emotional indicators. Be-
cause of her lack of previous experience in making these interpreta-
tions, the assistance of Janet Spyker, school psychologist for the
Amherst schools, was gratefully received and acknowledged. Each anal-
ysis is summarized below:
—S19, a White male, the subject showing the greatest decrease
in stereotyping scores, did a pre- inventory figure with no body
and a
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heavily shaded mouth indicative of anxiety and guilt. No emotional in-
dicators were found in his post-test drawing, however.
—S10, a White male, had one emotional indicator on the pre-test;
none on the post-test.
—S14, an Asian American female, showed no emotional indicators
(with the exception of some possible anxiety about leaving mother) on
either drawing; but in the earlier figure, the exaggerated eyes tended
to show some possible concern about her eyes being different from her
classmates. The second figure appeared happier and was larger, in com-
parison to a mother figure, included in both pictures. It was definite-
ly a more confident presentation.
—S15 was a White male whose first drawing was characterized by
a dark shading of the face indicative of poor self-concept. His later
picture, however, clearly demonstrated a coming to terms with his own
needs. No emotional indicators were present.
—S20, a White female, drew a figure reflecting her own aggressive
tendencies in the pre-test, and one with no emotional indicators on
the post-test.
—S27
,
a White male, drew pictures first indicative of shyness and
withdrawal, but later reflecting a reaching out towards others.
S23, a White male, produced very immature drawings in both test-
ings. Each time he drew not only himself but his entire family.
S9, a White male, showed one emotional indicator on the pre-
and none on the post-inventory.
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3 White female, partially shaded her face in both drawings
indicating anxiety.
With the possible exceptions of S23 and Sll, each of these sub-
jects' post-test drawings reflected an elimination of the emotional in-
dicators which had characterized their earlier efforts. The contrast
with those subjects whose stereotyping increased is marked. S2's draw-
ings were both of tiny figures indicative of possible timidity, with-
drawal, and depression. Her second effort was also characterized by
asymmetric limbs which may be interpreted either as a problem with
lateral dominance or more strongly as reflecting guilt or anxiety.
Anecdotal records supported the latter.
S6's first efforts reflected impulsivity and poor coordination,
rather mild indicators, in contrast to the intense anxiety reflected
in her post-inventory drawing. S17's first drawing appears to be sim-
ply immature; but the second drawing indicated body anxiety, aggres-
sion and guilt, possibly related to stealing. (It is to be noted
that stealing had become a problem in the classroom, and his aggres-
sion had intensified.)
Self-concept, as measured in the human figure drawings, appeared
to relate to the ability to view others flexibly. Those subjects ex
pending energy dealing with anxiety, guilt or aggressive tendencies
apparently were less able to benefit from the curriculum.
Correlation Between Sex Stereotyped
and Race Stereotyped Behavior
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This writer was interested in determining if increased flexibility
would be likely to occur in reference to sex and not to race, or vice
versa, i.e., is there a generalizable aspect of stereotyped and non-
stereotyped behavior? Is flexibility or rigidity demonstrated in one
area likely to manifest itself in another?
The following scatter-plots in Figures 7 and 8 suggest that, for
the most subjects, a decrease (or increase) in stereotyping on one cri-
terion was reflected in the other. In Group II, 11 of the subjects
showed a decrease in both sex and race stereotyping during the course
of the experiment. The other four (S25, S18, S24, and S17) showed
either no change or an increase in stereotyping in one dimension ac-
companied by a decrease in the other. None of these four, with the
possible exception of S18, showed markedly different scores, however,
between sex and race, i.e., a sizeable increase on one axis was not
accompanied by a sizeable decrease on the other.
In Group I, however, S4's score reflected considerable modifica-
tion of race stereotyping coupled by an increase in sex stereotyping.
The decrease occurred largely in trait assignments and the increase in
the occupational section. The figure drawings of S4 also showed an
increase in emotional indicators between the pre- and posts, again
supporting the notion of the underlying importance of a positive self-
concept in the reduction of stereotyping.
161
co M
0)
CO CU
CO 3
0) o
Su >u
CJ e>
<u 1
a 1
c
1
1
<u X
<u CU
3 cn
+j
<u X
CQ c
CO
c
o 0)
r-> •H CJ
4-1 CO
CO Pi
ai T—
1
lu <u C4
3 >u o
OC }U <4-4
•H o
Cu CJ CO
cu
oc >u
c o
•H CJ
3 cn
OX oc
CO cH
4J CU
o
r-) 4-1
a o
i 3
u U4
<u <u
4-1 4J
4-1 cn
CO
CJ c
CO •H
00
VO
-'d-
<U
CO
CO
cu
u
o
C cn
A O
I <J
I to
I
I
l O
I z
I H
I Cu
-c
- CN I
! £
I o
! §
I wH
CO
I
I
I w
I u
! 2
I
I
zH
h^
i w
;§
a) as
tn
CO
0)
U
CJ
CUQ
_cC
-oc
-O'.
I I I I I
I I I I I
vo; in >f oi n r-i cn on m vo i"-" co I
asBSJtouj < > ssFajoaa
S3300S 0NI3AI0333IS X3S NI 30NVHD
Stereotyping
Scores
for
Race
and
Sex
—
Group
II
162
- vO
- in
-
co
-tSI
<U
tn
tC
— iH (U
M
- |
I
I
I
-CO I
yf
<u
-cts cn
cfl
aseaaoux < asesaoaa
S3H0DS 0NIdAI03H3IS X3S NI 30NVHD
CHANGE
IN
RACE
STEREOTYPING
SCORES
163
The two scatter-plots appear to suggest a correlation between flex-
ibility of thinking relative to sex and race. Perhaps as perceptions
in one area lose their rigidity, there is a tendency for perceptions,
in general, to increase in flexibility.
Flexibility Reflected in the Choice of Friends
Flexibility, as measured by the inventory, dealt for the most
part with hypothetical situations. The sociometric portion, however,
provided subjects with the opportunity to display this flexibility in
a real life situation in their choices of best friends. It was disap-
pointing, therefore, to find virtually no greater tendency for individ-
ual subjects to include both male and female children in their selec-
tions in the post-test. In Group I, four subjects in the pre- and
five in the post-inventory made mixed sex choices. For Group II, the
number of subjects was 10 in both sessions.
Obviously, the opportunity to choose children of other races was
more restricted than that of making selections of both boys and girls
as best friends due to the composition of the groups. Nonparticipants,
however, by virtue of membership in the class were potential selections
for favorite classmates as well as the subjects themselves. The reader
is referred to the section in Chapter III, titled Population, where all
class members are listed by race. In order to make meaningful compari-
sons between the two groups which were very different in terms of
racial
distribution, the percentage of non-White children in each session
needed to be considered.
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Table 27
Pre-Test Sociometric Choices
Group I N Group II N
% of non-Whites in class 40.0% 6 15.0% 3
% of non-White choices 39.4% 13 20.0% 9
% of non-White choices by Whites 41.6% 10 13.8% 5
% of non-White
Whites
choices by non- 33.3% 3 44.4% 4
Table 28
Post-Test Sociometric Choices
Group I N Group II N
% of non-Whites in class 41.2% 7 21.1% 4
% of non-White choices 45 . 5% 15 28.8% 13
% of non-White
Whites
choices made by 41.6% 11 30.5% 11
% of non-White
non-Whites
choices made by 55.5% 5 22.2% 2
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Tables 27 and 28 clearly show that non-White choices in Group I
reflected the non-White percentage of class members on both the pre-
and post-test. Group II, on the other hand, demonstrated a percentage
of non-White choices in both testings which exceeded the non-White pop-
ulation. Perhaps the most significant figures to compare are the per-
cent of non-Whites chosen by Whites in Group II which increased from
13.8% to 30.5% while the non-White population increased by only 6.1%
between the two testing periods.
Summary
This chapter has documented the existence of the following sex and
race stereotypes in the subjects at the beginning of the study:
1. A pro-White bias throughout the inventory.
2. Sex stereotyping of occupations.
3. Racial stereotyping of professional occupations.
4. Racial stereotyping of traits.
5. Racial expectations related to type of residence.
6. Preferences for White children.
7. Racial and sex stereotyping of the term "boss".
8. Sex stereotyping of toys.
9. Stereotyping of Native Americans.
Following this documentation, it described the method used for
computing stereotyping scores which were then used for comparison of
pre- and post-inventory responses. Support for the multi-cultural
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curriculum was found in a decrease in both sex and racial stereotyping
between the two testing situations.
The discussion of individual subjects focused on the advantage of
a positive self-concept in promoting flexibility of thought relative
to perceptions of others. A correlation between the tendencies towards
stereotyping vis-a-vis race and sex appeared to exist.
Group II subjects appeared more likely to select non-White class-
mates as best friends; but neither group appeared to increase in flex-
ibility regarding mixed sex choices in the sociometric section. In
general, results were slightly more favorable in Group II, the group
involved in the classif icatory component.
Chapter V will provide a more detailed summary relative to the
three key questions in Chapter I. This summary will be followed by
suggestions for modification of the inventory and recommendations for
further related research.
CHAPTER V
SUMMARY AND CONCLUSIONS
Summary Relative to the Three Key Questions
Posed in Chapter I
1. Have kindergarten-age children already assimilated societal
stereotypes regarding race and sex?
Pre-inventory data revealed: (a) a preference for one's own race
and sex; (b) a pro-White bias supported by the tendency to over-select
Whites in virtually all categories; (c) sex stereotyping of occupations;
(d) racial stereotyping of occupations, particularly in the professional
category; (e) some awareness of a relationship between types of resi-
dence and race; (f) sex stereotyping of one's favorite toys; (g) sex
stereotyping of one's own occupational aspirations; and (h) stereotyp-
ing of Native Americans (in the pretest only). Clearly, this study
suggests, as had the studies of numerous other researchers, that chil-
dren at a very early age have perceptions of occupations, residence
and preferences relative to sex and racial group.
2. What modifying effects did a multi-cultural curriculum, compat-
ible with the cognitive level of the kindergarten children, have upon
their stereotypic thinking?
Since the size of the population precluded decisions of statisti-
cal significance, the changes reported here, which represent those
of
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the combined groups, are considered to be indicative, in varying de-
grees, of a tendency towards modification of stereotypic attitudes
during the time of the experimentation. Table 29 compares pre- and
post-test items relating to sex stereotyping.
Table 29
Comparison of Pre- and Post- Sex Stereotyped
Responses for Combined Groups
No. of Stereo- % of
typed Responses Change
Pre Post
Sex Stereotyping of Occupations 106 76 28.3%
Sex Stereotyping of Boss 17 7 58.8%
Sex Stereotyping of One’s Own
Occupational Choice
21 20 4.8%
Sex Stereotyping of Combined
Occupational Items (the three
preceding)
144 103 28.5%
Sex Stereotyping of Traits 42 42 0%
Sex Stereotyping of Favorite Toy 18 12 33.3%
Composite Sex Stereotype Score 204 157 23.0%
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The items relating to one’s own occupational choice, and to traits,
failed to reflect change for the combined groups. This apparent lack
of change in the latter, however, actually is the result of Group II'
s
decrease being offset by Group I's increase in stereotyping in that
section. The 23.0% change in composite sex stereotyping scores, indica-
tive of increased flexibility in ways of viewing people, is seen as sup-
portive of a modifying effect of the multi-cultural curriculum on the
tendency toward stereotypic thinking in regard to sex roles. Similar
comparison of racial items follow in Table 30.
The clearest statement is found in the change in the number of
stereotyped responses to the question of residence, dress and habits
of Native Americans, and of people from China, Japan, Africa, Mexico,
and Puerto Rico. Responses to the questions on Native American— the
group which received the greatest explicit emphasis in the curriculum
—accounted for the major part of the decrease in stereotyping in this
section.
Racial stereotyping of traits and racial preference reflected
virtually no change. The increase in trait stereotyping, however, was
a function of Group I's score only, while Group II demonstrated a de-
crease in that section. The role of self-concept has also been dis-
cussed, and a positive view of oneself, as indicated by the human
figure drawings, was found to correlate with the decreased tendency
towards stereotyping.
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Table 30
Comparison of Pre- and Post-Racial Stereotyped
Responses for Both Groups
No. of Stereo-
typed Responses
% of
Change
Pre Post
Race Stereotyping of Occupations 42 30 28.6%
Race Stereotyping of Traits 37 40 8.1%
(increase)
Race Stereotyping of Preferences 28 27 3.6%
Race Stereotyping of Residence 16 9 43.8%
Stated Stereotypes of Racial
Groups (responses to open-ended
questions)
93 17 81.7%
Composite of Race Stereotyping 216 123 43.1%
3. Did the additional component of direct intervention in the de-
velopment of flexible classification skills in Group II have a further
modifying effect?
Table 31 summarizes the comparisons made in Chapter IV between
Group I which was involved in the multi-cultural curriculum only,
and
Group II which participated in the classification component
also. Fre
quency counts of stereotyped responses on both the pre-
and post-inven
tories as well as percent of decrease of those responses
are included
in the table.
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Table 31
Summary
Group I
% of
Group II
% of
Pre Post Change Pre Post Change
Sex Stereotyping of
Occupations 42 31 26.2% 64 45 29.7%
Sex Stereotyping of One's
Own Occupational Choice
9 9 0% 12 11 8.3%
Sex Stereotyping of Boss 7 3 57.2% 10 4 60.0%
Sex Stereotyping of Com-
bined Occupational
Items (the three items
above)
58 43 25.9% 86 60 30.2%
Sex Stereotyping of
Favorite Toy
15 20 increased
by 33.3%
27 22 18.5%
Composite Sex Stereotype
Score 79 68
13.9% 125 89 28.8%
Race Stereotyping of
Occupations
11 8 27.3% 10 7 30.0%
Race Stereotyping of Boss 10 8 20.0% 11 7 36.4%
Combined Race Stereotyped
of Occupational Items
(the two above)
21 16 23.8% 21 14 33.3%
Race Stereotyping of Traits 14 18
increase
of 28.6% 23
22 4.3%
Racial Preference 11 10 9.1% 17 17 0%
Racial Stereotyping of
Residence
6 4 33.3% 10 5 50.0%
State Stereotypes of
Racial Groups
41 6 85 . 4% 52 11 78.8%
Composite Race Stereo-
type Score
93 54 41.9% 123 69 43.9%
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The comparison of total stereotyped scores included in the previ-
ous chapter is presented again by way of summary.
Comparison of Total Stereotyped Scores:
Group I Group II
Pre 172 248
Post 122 158
% 29.1% 36.3%
A modest difference, favorable to the classification skill group,
is noted. While the composite sex stereotyping score reflects a great-
er advantage for Group II than does the racial stereotyping which was
virtually the same for both groups, it will be recalled that when con-
fronting a real life application of flexibility in viewing people in
the sociometric section, Group II subjects displayed a greater willing-
ness to select non-White classmates as best friends.
Recommended Modifications of the Inventory
Before using the inventory again, this writer would modify the in-
strument by making the following changes:
1. Excluding pictures which are likely to be perceived as eth-
nically nonspecific because of the lack of clarity in interpreting re
suiting data. In all probability, subjects were unable to identify
the ethnic groups of either the Spanish or the Native American
children
in the picture collage. The greater acceptance of Native
Americans in
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the open ended section failed to be reflected in those sections where
responses were made by selecting a child from one of the racial groups
represented. Initially, these ethnic groups, which were nonspecific
in terms of the subjects' perceptions of them, were included because
of a desire to assess stereotypes of all ethnic groups mentioned in
Massachusetts legislation (Chapter 622) requiring the inclusion of
Native, Asian, Spanish, and Black Americans in courses of study. In
changing the inventory, the writer would include Spanish and Native
Americans in the open-ended section only where children made unstruc-
tured responses to questions relative to life style.
2. Providing for multiple responses for the "boss" questions to
eliminate the possible exaggerated interpretation reflected in dichot-
omous choices.
3. Eliminating the trait section which yielded conflicting data.
Possibly field testing of other trait items.
4. Administering the conservation task in both the pre- and post-
inventories .
5. Adding tasks of multiplicative and hierarchical classification
tasks to assess upper limits of classification ability of those individ
uals who were successful on all the tasks of the present inventory.
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Recommendations for Further Research
Modification of present design .
Other investigators, interested in basing a study on a design
similar to the one used in this study, might consider the following
modifications
.
1. The time frame. This study attempted to effect modification
of attitudes which, because of their emotional context, are particular-
ly resistant to change. A serious limitation of the study was the
fourth month duration of the experimentation. A longitudinal study
spanning, if possible, the elementary school years would appear to be
particularly useful.
2. Use of three subgroups. While this study divided the popula-
tion into only two subgroups, both of which were involved in identical
multi-cultural curriculum and one of which received direct instruction
in classification skills, the use of a third subgroup, which was unin-
volved in either of the components, would provide for the study of
stereotypic assignments resulting from a more natural development of
classificatory skills. Coupled with a longitudinal time frame, a study
of this nature could contribute significantly to the study of the re-
lationship between classificatory and stereotypic behaviors.
3.
Size of population. While curriculum control becomes more dif-
ficult as the number of classrooms involved in a project of this kind
increases, it would be useful to employ the design of the
present study
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in further research with greater numbers of subjects. This expansion
of the population would permit statistical analysis of the data which
was not possible with the small groups participating in this experimen-
tal program.
4. Examination of extracurricular influences in stereotyping. A
number of approaches in evaluating the impact of influences on stereo-
typic thinking other than the curriculum itself might be examined. A
questionnaire for parents devised to assess the degree of flexibility
towards other people might be designed and used for purposes of com-
parison with change in their children's attitudes. Both quality and
quantity of television viewing by the subjects might be examined for
purposes of correlation. (A recent two-hour viewing, for example, of
Saturday morning cartoons by this writer revealed no fewer than five
obviously sexist responses to behaviors by the cartoon characters where
the source of humor was the devaluing of one sex or another.)
The use of books in modifying stereotypic attitudes would be an-
other useful perspective. Researchers interested in this approach are
directed to the seminal discussions in Children's Literature: An Issues
Approach by Dr. Masha K. Rudman (1976).
Emergent issues for future research .
As this research study was implemented and the data analyzed, a
number of issues emerged which suggest foci for future research.
176
1. Specific versus generalized application of curricular experi-
ences to a change in stereotyping. Because of the age of the subjects
and the limited time frame, it appeared safe to assume that specific
responses on the post-inventory to specific curricular experiences
were more likely than the generalized application of these learnings.
Examination of items reflecting the greatest change between the two
testing situations lends support to this assumption.
The most dramatic changes in attitudes which were documented by
comparisons of the two inventories related to Native Americans in the
open-ended section in which subjects were asked questions about the
dress of these people, their activities and their homes. These ques-
tions had been dealt with explicitly in the curriculum through the use
of books, slides, filmstrips, and study prints. Considerable change
was also noted in the racial perceptions of the person likely to be a
"boss". Again, this item was dealt with specifically.
A stereotype which increased greatly during the time of the exper-
imentation was the over-selection of White females as nurses. This
stereotype had been unintentionally reinforced when a White mother of
one of the subjects, concerned over the fact that children usually had
little understanding of hospitals prior to being admitted for treatment,
asked if she could do a presentation designed to reduce anxieties if
a hospital stay became necessary for any of the children.
Many of the curricular experiences obviously did not relate to
items on the inventory, for example, the visit by a female police of-
ficer. Since the questionnaire did not contain an item relative to
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that specific occupation, one might hypothesize that a visit from a fe-
male firefighter, for example, might have had greater measured impact.
Future research using a more realistic time frame might focus on the
general izab il ity of increased flexibility, resulting from curricular
attempts to extinguish specific stereotypes, to broader societal con-
texts.
2. Varied interpretations of low stereotyping scores as a func-
tion of developmental level. One advantage of the duality of role,
that of both teacher and researcher, was the opportunity to view the
children who participated in the study in a variety of contexts, and
to work with each of them for one full school year, and with several
for two years. This longitudinal observation period allowed for cer-
tain interpretations of the data which would have been less available
to one involved with the children only in sessions directly relevant
to the study. This writer hypothesizes that while most of the subjects
who demonstrated low stereotyping scores had undergone a period of
greater rigidity in thinking about other people, for some the low
score may have been a reflection of an earlier developmental level
characterized by a lack of awareness of societal role perceptions vis-
a-vis criterial attributes such as sex or race.
The relative naivete of some of the subjects in the present study
led to the hypothesis that while they presently exhibited low stereo-
typing scores, the likelihood is that they may not have undergone the
period of assigning people to absolute sets. A longitudinal study
would be of interest to test the hypothesis that these subjects will,
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at some point, experience a period of greater rigidity and higher ster-
eotyping, and a later decrease if exposed to flexible curriculum and
positive societal influences. Indeed, a fruitful avenue for research
might be found in an attempt to investigate whether this period of in-
creased rigidity represents an inevitable stage in classificatory and
stereotyping behavior, or whether appropriate interventions with the
naive subject might allow for circumventing that stage. At any rate,
a cross-sectional study containing both younger and older subjects than
the present research would be useful in terms of identifying optimal
developmental periods for intervention.
3. Relationship of self-concept to stereotyping behavior. Com-
parisons between high and low stereotypers in this study, as was noted
in Chapter IV, revealed a difference in self-concept with low stereo-
typed scores related to positive self-concepts as revealed in the hu-
man figure drawings. A more systematic assessment, followed by spe-
cific attempts at enhancement of self-concept, might be applied to the
problem of stereotyping behavior by other researchers.
4. Application of flexible classification skills to other areas
of curriculum. Science and mathematics have been the usual content
areas where logico-mathematical skills have been taught and applied.
Their application to multi-cultural curriculum may be perceived as a
somewhat novel approach at this point in time. Researchers in the field
of reading might find the substitution of systematic instruction and
application of classification skills, for the more traditional reading
readiness programs, a fruitful avenue of investigation.
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5. A developmentally appropriate curriculum for older children.
The cognitive acquisitions, identified by Flavell in Chapter II in the
section titled, "Towards a Developmentally Appropriate Curriculum,"
might be used as a framework for designing curriculum for older chil-
dren in latter stages of concrete and beginning stages of formal opera-
tions. Applications of Piagetian theory have been largely found in
early childhood education. There is a definite need to devise method-
ologies compatible with the theory for older children in a variety of
content areas
.
6. Validation of the instrument using larger numbers of subjects.
This validation, with particular emphasis upon the picture collage,
would provide a useful instrument for other researchers. Despite ef-
forts to minimize variables other than sex and race in the pictures
selected, validation efforts with a larger population might reveal the
greater appeal of certain pictures . It will be recalled that for each
of the ten possible sex-race combinations, two pictures were included,
i.e., there were four children for each of the five races, two male
and two female. This investigator did not record, for example, which
of the two Asian females were selected on a given item. Further vali-
dation efforts might reveal greater appeal, on the bases of criteria
other than sex and race, of certain pictures in the collage.
7.
Use of other instruments. Other researchers might wish to use
previously validated instruments in combination with the multi-cultural
curriculum and classification activities developed for this study.
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8. Assessment of appropriateness of other curriculum materials.
The instrument designed for this study might be used in combination with
the same classification instruction, but with other curriculum materials
in order to assess the effect that use of those materials might have
upon stereotyping behavior.
9. Follow-up study. Eighteen of the subjects of the present study
are still enrolled in Mark's Meadow School, while three others attend
other schools in the Amherst district. A study using this same instru-
ment with these 21 children would provide useful follow-up data.
10. Statistical analysis. A statistical analysis performed on
the data of the present study would provide an added dimension in the
interpretation of that data.
11. Designing a multi-cultural curriculum. The current study fo-
cused primarily on the development of a rationale for a multi-cultural
curriculum. Many developmentally appropriate activities, some of which
are described in Chapter III, were designed and implemented. A valuable
next step would be the application of developmental theory to the writ-
ing of complete curriculum units. These units then might be compared
in terms of scope and sequence with commercial curriculum packages.
12. Revision of questionnaire. Several suggestions for modifica-
tion of the instrument have already been made. An additional suggestion
for revision might be to make all questions open-ended and to develop a
method for codifying or scoring the responses made.
13.
Replication of study with other age groups.
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14. Selection of subjects from other cultural backgrounds. Rep-
lication of the study with children of other ethnic backgrounds would
provide another useful perspective for curriculum developers.
Concluding Statement
As this study is concluded, it is hoped that other researchers may
find usefulness first in its application of Piagetian theory to a con-
tent area other than mathematics and science in which it has been more
carefully elaborated, and that, in a modest way, this research has con-
tributed to the notion of centrality of developmental theory to the en-
tire educational process. Secondly, because of the studies cited which
documented the unintentional enhancement of stereotyping when develop-
mentally inappropriate materials were used with young children, it is
hoped that other researchers may be concerned with the coordination of
efforts of curriculum developers and developmental psychologists.
Thirdly, the tentative conclusions of this study and the review of the
literature suggest the need for further study of the relationship be-
tween classif icatorv and stereotypic behaviors.
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APPENDIX
APPENDIX I
Classical Tests of Conservation
The reader is referred to Piaget (1969) and to Inhelder and Piaget
(1969) for a more detailed discussion of these tasks.
1. Conservation of quantity . Present the child with a ball of
clay. Have the child observe and feel it. Roll it into a sausage and
ask, "Does the sausage have more, less, or the same amount of clay as
the ball? Why do you think so?
2. Conservation of liquid volume . Present a short, fat jar full
of water and a tall, thin empty jar. Ask, "What will happen if I pour
the water into a tall jar? Will I have more water, less water, or the
same? Why do you think so?" After pouring, ask again whether
there
is more, less, or the same amount of water.
3. Displacement by volume . Use a tall, partially
filled contain
er of water and two blocks of the same volume but
differing weights.
After the child has determined which of the weights
is heavier, ask
the child to predict, by placing a rubber band
around the container,
where the water level will be If the lighter
block Is submerged, if
the heavier block Is submerged. Perform
the experiment and ask the
child to comment on the results.
4. Conservation of length . Show two
straws of equal length and
discuss this equality with the child.
Bend one straw into this posi-
tion. Ask che chUd if thlS S“aU
13 n°” l0n8er ’ Sh°rter ’ ° r
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the same length as the other straw.
5. Conservation of area . Present the child with two "pastures" of
green construction paper. Put an animal on each. Tell the child that
the squares of paper being placed on the "pastures" represent bams.
Arrange them in this manner.
Ask "which animal has more grass to eat or are the amounts the same?
Why do you think so?"
Classicial Tests of Classification
1 . Class inclusion .
a. Present the child with blue circles and red squares.
Ask, "Are all the circles blue? Are all the squares red?
Then
present a mixed collection of red and blue squares and
circles,
and repeat the same questions.
b. Present the child with a collection of
five blue and
eight brown wooden beads. Ask, "Are there
more blue or brown
beads? Are there more brown or wooden
breads: Have the
justify her response.
20A
2. Hierarchical classification . Use pictures of ducks, of other
birds, and of other animals. Direct the child to make sets first of
all the birds, then of all the animals.
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APPENDIX II
Letter to Parents to Obtain Permission
for Their Child's Participation in the Study
December 1, 1978
Dear
Starting next month, the children in our class will be involved
in a unit focusing on multi-cultural education. As part of my doctor-
al work, I would like to do a pre- and post-assessment of attitudes
in order to test the effectiveness of the curriculum. These two as-
sessments will take approximately 45 minutes per child, and will be
conducted this month and again in May.
Kindly check and return the following form.
Sincerely,
Kathy McKay
Name of Child
I give permission for my child to participate in the
attitude
assessment described in the attached letter.
I prefer that my child not participate in the
attitude assess
ment
.
I would like an appointment to discuss the
study more fully be
fore making a decision.
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APPENDIX III
Inventory for Assessing Stereotypes
Use picture collage, containing two male and two female children
for each of the following racial groups: White, Black, Asian, Native
American, and Spanish.
1. Occupations . Ask, "Which of these children do you think might
grow up and be a doctor?" Accept three choices. Continue, substitut-
ing nurse, maid, baseball player, firefighter, office worker, trash
collector, teacher, and housekeeper.
2. Traits. Ask, "Which of these children do you think is the
hardest worker?" Accept one choice. Continue, substituting laziest,
strongest, weakest, smartest, least smart, fastest runner, slowest
runner, shares the most, shares the least, helps the most, helps the
least. "Which of these children do you think comes from the richest
family?" "The poorest family?"
3. Residence . Use the picture collage in conjunction first with
a picture of a suburban ranch and then an urban apartment. Ask, Nhich
of these children do you think might live in a house like this one?"
"Like this one?"
4. Preference . Use the picture collage. Accept one choice
for
each item. Ask, "Which of these children would you like
most to work
with in school?" "To play with on the playground?"
"To invite home?"
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"Which of these children would you like least to work with in school?"
"To play with on the playground?" "To invite home?"
5. Doll choices . Use picture of pairs of White, Black, Asian,
and Spanish dolls. "Pretend you are going to the toy store and you
have been told that you can have one pair of dolls. Which one would
you choose?" "Which one would you want least?"
6. Boss . Show picture of a Black make and a White male. Ask,
"If these two men work together and one is the boss; which one do you
think it would be?" Show picture of a White male and White female.
Ask, "If these two people work together and one is the boss; which
one do you think it would be?" Use a tape recorder during the remain-
ing portions of the interview.
7. Ask, "What is your favorite toy?"
8. Ask, "What would you like to be when you grow up?"
9. Ask, "What is a Native American?" Substitute the word "Indian'
if Native American is an unfamiliar term.
—
"What do Native Americans wear?"
—
"Where do Native Americans live?"
—
"What do Native Americans do?"
—
"What do you know about people from Africa? Mexico, Puerto
Rico, Japan, China?"
10.
Soc.iometric section . Ask, "What child do you like the
best
in this classroom?" "How are you and she (he)
alike?" "How are you
different?"
208
11* Classification
. Show the subject a yellow square and a yel-
low triangle. Ask, "How are these blocks alike?" "How are these blocks
different?" Give the subject two each of the following blocks: blue
triangles, blue squares, yellow triangles, yellow squares. Say,
"Please sort these blocks into two sets (or groups)." When this task
has been accomplished, ask, "How did you decide which blocks would go
where?" Then ask, "Can you sort them a different way?" Give the sub-
ject six rectangles, two yellow, two red, two blue, and two red squares,
two red circles, and two red hexagons. Place hoops in front of the
subject in this manner:
Say, "This time I would like you to sort the blocks in a special way.
Please put all the red shapes in one hoop and the rectangles in the
other hoop." If the subject spontaneously recognizes that the two red
rectangles belong to both groups as evidenced either by verbalizing
that fact or rearranging the hoops, the item is scored. If the subject
does not immediately recognize the multiple set membership, point to
one red rectangle, regardless of which hoop it has been placed in and
ask, "Why did you put this shape here?" Record response which may in-
dicate a beginning stage for multiple set membership tasks.
Give the subject a round ball of clay. Permit her to feel it and
hold it in her hand. Take the clay and roll it into a sausage while
the subject watches. Ask, "Do I have more clay now?" Follow the re-
sponse whether it be "yes", "no", or "the same" with "Why do you
think
Recording
Sheet
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White Black Male Female
Boss :
Favorite toy:
Occupation when grown up :
It is unnecessary to record the responses for the next two sections
while conducting the interview until later, as a tape recorder must
be used.
Native American :
What is a Native American?
Where do Native Americans live?
What do Native Americans do?
What do you know about people from :
Africa?
Mexico?
Puerto Rico?
Japan?
China?
Sociometric choices—record statements from tape recorder.
1. Alike:
Different
:
2. Alike:
Different
:
3. Alike:
Different
:
Classification—check tasks on which the subject was successful
Block:
Alike
Different
Sorting:
One way
Two ways
Use of intersection
Conserves
Comments
:
Comparison
of
Responses
to
Native
American
Questions
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